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THE EFFECTS OF CULTURALLY AND LINGUISTICALLY RELEVANT TEXTS AND 
BILINGUAL DISCUSSIONS ON BILINGUAL STUDENTS  
Veronica Silva 
Cardinal Stritch University 
As the Latino population grows in the 21st century, teachers have to be up to date with the 
best practices to meet the needs of Latino students.  The purpose of this study is to determine if 
culturally relevant texts and bilingual instructional conversations will help Latino students make 
literacy gains.  The fifth grade Latino participants of this study met with the researcher four 
times a week for 45 minutes for six weeks.  During these sessions the students read texts with 
Latino protagonists and themes and engaged in instructional conversations about the texts.  The 
participants were allowed to use Spanish or English.  Comprehension assessments demonstrated 
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Methods and theories about reading have been important to me as a reading educator; but 
none more pertinent to my students and teaching than learning how culture is the root of the 
reading process for every reader.  This research study will explore the effectiveness of culturally 
relevant texts which are texts incorporating and exploring the cultural characteristics of a group 
from an ethnic group outside of the mainstream.  In the case of this study that ethnic group is 
Latino.  My interest in cultural relevance stems from personal experiences as a student 
remembering the lack of exposure to Latino literature and not being allowed to speak Spanish in 
the classroom.  Allowing students to utilize English and Spanish to participate in conversations 
about the literature read will also be examined as part of this study.  Work with Latino students 
showed me that motivation and achievement increase when students are introduced to literature 
with Latino protagonists and when allowed to use Spanish to communicate their understanding.   
Different theoretical perspectives have helped shape my view on how the reading process 
occurs in a readers mind.  One common thread among them was the idea that a reader’s culture 
supersedes all other components in the reading process (Gee, 2001; Rosenblatt, 1994; Sadoski & 
Paivio, 2004). Additionally, the well-known movement to reform schools known as Response to 
Intervention requires that instruction for all students be culturally and linguistically matched 
(Wisconsin Department of Public Instruction (WDPI) & Evers, 2010; Brown & Doolittle, 2008).  
State standards require schools to teach students reading skills needed to be successful in college 
and careers.  Reading ability can improve when these skills are integrated with culturally 
relevant texts (Ebe, 2010; Martinez-Roldan & Sayer, 2006; Ramirez, Jain, Flores-Torres, Perez, 
& Carlson, 2009; Rickford, 2001) and when home language is supported in the classroom 
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(Dejesus, 2008; Linholm-Leary & Block, 2010; Martinez-Roldan & Malave, 2004; Pacheco, 
2010; Ray 2009; Reese & Goldenberg, 2006).  Home language can be defined as the language 
spoken by the people living in a household and is the first language a child has learned from 
birth.  The hypothesis that bilingual minority students benefit academically when they read 
culturally relevant texts and are able to use all of their language skills to demonstrate 
comprehension, was based on these personal experiences and research which will be further 
discussed in this chapter. 
Personal Experience 
As a Latina, learning the importance cultural relevance plays in reading achievement was 
not surprising, but all of the research to support cultural relevance was unexpected.  Growing up 
and going to school in the same area where I now teach, which is largely a Latino community, I 
do not remember reading any books that were written by a Latino author or had Latino 
protagonists.  There is a large body of research that supports teaching students’ skills through 
familiar contexts as best practice (Freeman & Freeman, 1998; Ebe, 2010; Martinez-Roldan & 
Sayer, 2006; Ramirez, Jain, Flores-Torres, Perez, & Carlson, 2009; Rickford, 2001).  Home 
language, was also never recognized as an asset in the classroom.  Speaking Spanish was 
considered rude to the teachers and students were always redirected to speak English.  In the 
research studies that are summarized in the next section, the researchers have found that when 
students are allowed opportunities to utilize and maintain their home language achievement 
increases (Dejesus, 2008; Linholm-Leary & Block, 2010; Martinez-Roldan & Malave, 2004; 
Pacheco, 2010; Ray 2009; Reese & Goldenberg, 2006). Despite the cultural disconnect I 
experienced in my own schooling, I have paved a path of success in the field of education 
finding a way to beat the odds.  Although I have been successful in education, I think of peers 
EFFECTS OF CULTURALLY RELEVANT TEXTS AND DISCUSSIONS 10 
 
that did not make it and wonder what difference cultural congruence between home and school 
culture could have made for them?  Cultural congruence is an educational approach in which the 
classroom experiences are made to be as similar to the culture of the students in the classroom as 
possible.  This action research study will attempt to create a culturally congruent classroom by 
utilizing culturally relevant texts and allow students to use their home language to engage in 
discussions. 
Teaching Experience, Setting, and Population 
Through informal observations as a classroom teacher I have experienced the impact 
cultural congruence can have on students’ achievement.  I have been a reading teacher, and am 
now the reading specialist at Bruce Guadalupe Community School (BGCS), a K3-8th grade 
charter school on Milwaukee’s south side.  BGCS has a student body of 950 students of which 
98% is Latino.  Our school’s mission statement includes the idea of valuing knowledge of 
language and culture.  Yet, I was perplexed by the lack of culturally relevant books incorporated 
into the curriculum.  As the sixth and seventh grade reading teacher, I incorporated one Latino 
authored book at each grade level, all that the budget would allow.  After experiencing an 
increase in reading motivation to read, interest in reading, and student grades, I continued to 
integrate culturally relevant texts in my teaching.   
Another aspect of culture is language and, although BGCS is 98% Latino and across the 
entire school approximately 66% are bilingual, our school is a monolingual school.  At the upper 
grades, as new students join our school the percentage of bilingual students’ increases to 
approximately 90%.  By the time the students who have attended BGCS since pre-school reach 
middle school, it is apparent that they are English dominant.  According to The Wisconsin 
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Knowledge and Concepts Examination (WKCE) (CTB/McGraw-Hill, 2011) taken in November 
2011, our 8th grade students are 80% proficient in reading.  Considering a majority of these 
students are bilingual, the gains they have shown in their English language skills are impressive. 
The administration of the school along with the school’s board of directors stand firm in keeping 
BGCS a monolingual school referring to our students achievement levels as support for their 
stance.  This point is difficult to argue; however, if as a school we truly value our students’ home 
languages then culturally relevant texts can be added to the curriculum to support home language 
maintenance.   
As a reading specialist for BGCS, I work with small groups of students who are one to 
two years behind their grade placement.  At the beginning of the 2011-2012 school year I 
worked with five fifth grade students to provide a reading comprehension intervention.  In 
discussions with the five students involved in this study, I noticed that four of the five would 
easily go between English and Spanish discourse as we discussed our understanding of texts.  
The other student, while he rarely spoke in Spanish, understood most of the Spanish 
conversation. This experience left me wondering, could providing students the opportunity to use 
all of their language skills be a way to achieve even higher levels of achievement without 
sacrificing students’ home language?  These five students were selected for this six week 
intervention to systematically measure their progress as a result of the variables of culturally 
responsive literature and bilingual discussions. 
The students selected for this study were selected purposefully to represent the population 
of students at BGCS.  Four of the five students were Mexican American and said by their parents 
to understand oral Spanish and English very well.  It was also noted that these four students were 
able to write and understand written English but these same students had limited understanding 
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in writing and understanding written Spanish.  These students were representative of the majority 
of BGCS students in ethnicity and language skills.  The fifth student was representative of the 
minority population at BGCS.  He was Puerto Rican and English dominant.  His parents noted 
that he was able to speak, understand, read, and write in English; however, he struggled to 
understand the Spanish language and he demonstrated a weakness in speaking, reading, and 
writing in Spanish. 
Theoretical Perspectives 
There are many research based theories and models on how the abstract process of 
reading comprehension takes place in the mind of the reader.  Since the goal of this study is to 
determine the extent to which culturally relevant texts and use of students’ language in both 
English and Spanish will benefit the development of reading comprehension skills.  The most 
pertinent components of my theoretical perspective are culture, affect, and comprehension. The 
theories of well-known experts in the field of reading have explained the relationship between 
the role culture and affect play in helping a reader comprehend text and have shaped my 
understanding of the reading process which I explain below. 
Culture 
 To gain meaning from a text a reader must first have some context or beliefs and ways of 
knowing about the world that are learned or perceived from personal experiences.  This is a 
process that happens inextricably through the reader’s culture (Gee, 2001; Rosenblatt, 1994; 
Sadoski & Paivio, 2004).  Aspects of a reader’s culture that they are born into, such as “…sex, 
race, religion, nationality…” (Anderson, 1984, p.597) and the sociocultural beliefs and values a 
reader will learn from their “family, peer group, and community interaction” (Ruddell & Unrau, 
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1994, p. 1472) will form the schema a reader will bring to school and to texts.  If a reader’s prior 
knowledge, beliefs, and values consistently do not match those of the texts read in school the 
student’s education and motivation to read can be negatively affected (Gee, 2001; Ruddell & 
Unrau, 1997).  It is most salient then for teachers to match the texts they assign to their students 
as often and as closely as possible.  With this theory as a foundation, the study presented here 
will test the hypothesis that culturally relevant texts help students make gains in reading ability. 
Affective Conditions 
Motivation to read and attitudes toward reading make up what is known as a reader’s 
affective conditions which are all a part of a reader’s schema (Ruddell &Unrau, 1994; Sadoski & 
Paivio, 2004).  All readers bring affective conditions to a text that can fall on a continuum from 
positive to negative.   The more positive the reader’s affective conditions are the more likely a 
reader is to comprehend the text.  If a reader is not motivated to read then all other parts of the 
reading comprehension process can negatively be affected and vice versa. As mentioned in the 
previous section, a reader’s culture influences the schema and therefore motivation a reader 
brings to a text.  At the same time however, the new schema a reader gains through reading also 
has the power to influence the reader’s perspective on their culture and therefore self-identity 
(Gee, 2001; Ruddell & Unrau, 1997).  There is a wide body of research that supports culturally 
relevant texts provide validation of students’ prior knowledge and culture which can be very 
motivating for students’ self-identity and therefore can help students’ learn new skills without 
the burden of learning new concepts (Freeman & Freeman, 1998; Ebe, 2010; Martinez-Roldan & 
Sayer, 2006; Ramirez, Jain, Flores-Torres, Perez, & Carlson, 2009; Rickford, 2001).  This 
research study will test the hypothesis that teachers should scaffold students from literature that 
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is closely related to student lives to literature students have little background knowledge about 
especially when teaching new skills.   
Comprehension 
 Culture and affect are components a student will bring to a text before their eyes even 
meet the text.  Once a reader has interacted with the text however, the text representation finally 
moves into comprehension.  Knowledge gained as a student is interacting with the text is cycled 
back to the reader’s affective conditions which include changes in motivation and attitude.  
Cognitive conditions including orthographic, phonological, meaning, and contextual knowledge 
also impact the comprehension process.  The new knowledge will add, replace, or negate the 
reader’s schemata (Adams, 1994; Rosenblatt, 1994; Ruddell & Unrau, 1994).  Ultimately, the 
reader may decide or be asked to extend their comprehension of the text through discussion, in a 
written response, or both which can change the reader’s initial understanding through any or 
each of the following: expansion of ideas, synthesis, and clarification (Rosenblatt, 1994; Ruddell 
& Unrau).  This research study will utilize instructional conversations as the main mechanism for 
comprehension instruction. In instructional conversations a teacher engages students in dialogue, 
listens attentively and guides the students thinking to support new learning.  Instructional 
conversations assume students have valuable background knowledge and thoughts to bring to 
conversations and though this sharing of culture a teacher can contextualize instruction of new 
material (CREDE, 2013; Wilkinson & Silliman, 2008). 
 The reading process is widely accepted as a complex task with many components that 
work together in a collaborative and simultaneous process.  Culture, affect, and comprehension 
are only three components of the reading process but were presented here for their direct 
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correlation to the study.  Culturally relevant texts along with the utilization of students’ language 
skills in both English and Spanish will help Hispanic students have greater comprehension of 
texts the components of culture, affect, and comprehension are all extremely important. 
Key Terms 
 There are many key terms that will be used throughout this report that may have a certain 
level of ambiguity that I would like to clarify before the rest of the paper is read.  To begin, there 
might be confusion when referring to students’ language abilities.  There are several key terms 
that are used in this paper that have slightly different meanings when referring to student 
language abilities.  The term native language is most often used to describe a language that a 
person has learned since birth however, the term also implies to most that the language was 
learned while the person lived in another country outside of the United States.  It is used 
sparingly within this study since most of the participants were born in the United States.  
Similarly, the term first language means the language that a person first learns beginning at birth 
but also implies that a person has only one first language.  Some of the participants within this 
study have learned both English and Spanish and some have learned an intermingling of the two 
languages also known as Spanglish since birth.  To be as clear as possible, the term home 
language will be utilized in this study to describe the language or languages that a child learns 
from birth.  In the case of these participants home language can be Spanish, English, or both 
Spanish and English.  The purpose of this study is to determine how supporting students’ home 
language abilities in school can support their literacy growth.  Students that have literacy skills in 
English and Spanish can also be labeled bi-literate.  Bi-literacy is a goal within the dual language 
programs that form part of the basis for the current study.  Schools that have dual language 
programs seek to support students’ literacy growth in two languages.  In the studies that will be 
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presented in Chapter 2 of this report English and Spanish are taught with the main intention of 
supporting students’ Spanish skills learned from birth and slowly integrating English so that once 
students reach approximately fifth grade they are fully bilingual.  Although the main reason for 
the creation of dual language programs may be to support English Language Learners or those 
students whose home language is solely or mostly Spanish, many English Dominant (ED) or 
English Proficient (EP) students also attend these programs with great success. English 
Dominant implies that a person has more than one language but is most proficient in English.  
English Proficient simply signifies that a person is proficient in English. English Dominant and 
English proficient will be used interchangeably within this study based on the preference of the 
source of the information.  It was not within the scope of this study to implement a true dual 
language program; however it was within the scope of this study to be linguistically appropriate.  
To be linguistically appropriate means understanding how learning a second language affects 
literacy growth and accommodates the learner with support in his or her first, home, or native 
language.  Being linguistically appropriate also implies that home language is valued and should 
be maintained.  This is also known as language maintenance or the idea that a language should 
be conserved rather than replaced by another language.  Often in schools it is those students who 
come from a low socioeconomic standing (SES) whose language is not represented in school.  
Low socioeconomic standing means that a student has a low standing in relation to others 
according to income, education, and/or parents occupation.  It is the hypothesis of this study then 
that including a wider range of socio-cultural, meaning combining social and cultural 
characteristics, within the classroom will not only help students have greater language 
maintenance of their home language, but increase their English literacy skills as well. 
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Common Core State Standards 
With the need for culturally responsive practices established as the base of this reading 
intervention, the focus skills needed to be established next.  The focus skills were derived from 
the students’ needs and the Common Core State Standards.  All five students had an identified 
weakness in comprehension according to all of the pre-intervention assessments.  After 
analyzing the students reading inventory assessment it was apparent that as a whole they 
struggled in answering both implicit and explicit questions correctly.  In Wisconsin, the 
Common Core State Standards have recently been adopted and the rest of this section will 
explain the alignment between the standards and the focus skills for this intervention. 
The Council of Chief State School Officers (CCSSO) & The National Governors 
Association Center for Best Practices (NGA) authors of the Common Core State Standards have 
stated that in order for students to be ready for college or careers they must be able to, “Read to 
determine what the text says explicitly and to make logical inferences from it; cite specific 
textual evidence when writing or speaking to support conclusions drawn from the text” (2011, 
p.10, No. 1).  This standard was met through discussions and using graphic organizers including 
story and event maps.  Through discussions implicit questions about major story elements were 
asked and then recorded on graphic organizers.  When students were unable to correctly identify 
explicit information students were prompted to use clarifying strategies.  Students were then 
asked to make inferences about the texts by making connections between their lives and the 
texts.   
Another Common Core Standard addressed in this intervention was standard number two, 
“Analyze how and why individuals, events, and ideas develop and interact over the course of a 
text” (CCSSO & NGA, 2011, p. 10, No.3).  After reading a text and completing an event or story 
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map a discussion would follow in which students would analyze the characters or people in the 
stories and the events.  In discussion, students would discuss the cause and effect relationships 
between the events and would talk about why characters made certain choices and how the text 
would change if different choices had been made.  Students were asked to draw upon their 
background knowledge and use the text to support their claims. 
Books selected for this intervention were selected for having a Latino protagonist and a 
central theme of giving back to others.  Over the course of the intervention, students read both 
fiction and non-fiction books.  As the books were being read, the theme of the text was 
discussed.  After the second week of the intervention and thereafter, students were asked to 
compare how the texts read to that point were similar.  Common Core State Standard number 
nine states that students should be able to, “Analyze how two or more texts address similar 
themes or topics in order to build knowledge or to compare the approaches the authors take” 
(CCSSO & NGA, 2011, p.10, No. 9).  This standard was addressed through our group 
discussions to help my students improve their reading comprehension skills. 
Conclusion 
The purpose of this action research study is to test the hypothesis that using culturally 
relevant books and providing students the opportunity to utilize their Spanish language skills will 
increase students reading achievement.  Personal experiences, research, and best practices as 
cited by RTI support my rationale for choosing cultural relevance as the topic for this action 
research project.   In the chapter that follows, research studies that have tested and analyzed the 
effectiveness of cultural relevance in the classroom are summarized.   
 




Hispanics are widely recognized as the largest minority group in the United States and 
yet, are especially at risk of failing in school (Ramirez, Jain, Flores-Torres, Perez, & Carlson, 
2009).  Many researchers have associated this phenomenon to a mismatch between students 
language, culture, and the dominant culture of schools in the United States (Dejesus, 2008; 
Linholm-Leary & Block, 2010; Ray, 2009; Ramirez, Jain, Flores-Torres, Perez, & Carlson, 
2009; Reese & Goldenberg, 2006).  One method for combating this phenomenon of 
disproportionately failing Hispanic students, has been using students’ native or second-language, 
Spanish, as a tool for instruction.  While many students in these studies were native or second 
language speakers of Spanish many were English dominant or only spoke English, yet methods 
such as those in Dual Language programs were equally if not more effective in increasing these 
students achievement in language arts and even math (Dejesus, 2008; Linholm-Leary & Block, 
2010; Ray, 2009; Reese & Goldenberg, 2006).  In the studies reviewed, the benefits of using 
culturally relevant texts and bilingual conversations as a method of support for bilingual, 
Hispanic, students’ success in language arts is explored. 
Dual Language Programs 
There is a wide body of evidence that supports dual language programs as a way to help 
students attain greater academic achievement (Dejesus, 2008; Linholm-Leary & Block, 2010; 
Pacheco, 2010; Ray 2009).  However, many schools servicing high numbers of ELL students and 
English proficient Hispanic students have not adopted such programs.  Researchers point to 
several reasons for this lack of uptake.  First, regulations and laws from the state and federal 
level have not placed value on learning and or maintaining a second language.  Instead much 
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value is placed on very specific skills such as “…phonemic awareness, phonics, vocabulary” 
(Pacheco, 2010, p.292).  While these skills are undeniably crucial to reading achievement 
focusing solely on these skills puts ELL students at a disadvantage for success on high stakes 
testing as is mandated through the No Child Left Behind Act that passed in 2001.  A state level 
example of lack of support for first or home language maintenance is the state of California’s 
proposition 227 which almost eliminated any type of first language maintenance programs from 
schools (Pacheco, 2010).  Another reason for the lack of support for primary language 
maintenance could also lie in the lack of buy in or teacher agency in such programs, perhaps 
because of the perceived difficulties in carrying out such a program (Ray, 2009).  Lastly, public 
support from communities and parents are lacking in many circumstances because of a lack of 
knowledge on the benefits of home language maintenance for reading achievement (Martinez-
Roldan & Malave, 2004; Reese & Goldberg, 2006).  The following studies all demonstrate how 
these barriers can be overcome to support students’ reading achievement. 
Linholm-Leary and Block (2010) examine how Hispanic students from low socio-
economic standing (SES) in dual language programs compare to their peers when looking at 
standardized testing scores.  The researchers have found that there have been many previous 
studies on the achievement level of students from dual language (DL) programs, however many 
of these studies have only looked at the achievement of DL programs servicing low socio-
economic status populations, to  the DL programs of white, middle-class, students.  Linholm-
Leary and Block, investigate whether or not the positive results of the middle-class schools can 
be generalized to the predominately Hispanic, low SES, DL schools.  The researchers have 
several hypothesis: (1) Hispanic English Language Learners (ELLs) and English proficient (EP) 
students in DL programs will outperform their Hispanic peers who are educated in non-dual 
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language classrooms on standardized measures of  language arts and math; (2) overtime, there 
will be a greater achievement gap between DL program students and their Hispanic peers in 
favor of the DL program students; (3) ELL students in DL programs will close achievement gaps 
between themselves and their Hispanic EP peers more so than ELL’s in non-DL programs; (4) 
Hispanic DL program students will attain higher achievement on measures of Spanish reading 
and math assessments; (5) there will be a positive correlation between English and Spanish 
achievement for DL students; (6) DL students will have positive attitudes about English and 
Spanish use. 
The data given in this article was based on two separate studies of predominately 
Hispanic, low SES, DL programs.  In total there were more than 650 students that participated in 
these two studies.  They came from four different schools in two different school districts in 
California.  All of the participants were enrolled in DL programs using a 90:10 framework.  In a 
90:10 framework Kindergarten students receive 90% of their instruction in Spanish and 10% 
English.  As they move up in grades their Spanish instruction cuts back 10% at each grade level 
until they reach 50% and will continue that way throughout the DL program.  Students in the 
mainstream classrooms received all of their instruction in English.  All students in this study had 
been in their respective programs for at least three years before this study.  Study one included 
four 5th grade students from three different schools.  This study followed ELL students and EP 
students in dual language programs as well as those in mainstream classrooms.  The main 
difference in study two was that it focused on students in grades 4-6. 
The researchers used various dependent variables as measures to compare and analyze 
achievement for all groups.  The main assessment used was the California State Standardized test 
on English language arts (CST).  Students in study two received a Spanish language assessment 
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of reading and math skills.  In addition, all participants filled out a survey measuring their cross-
cultural attitude.  The researchers attained permission to attain and analyze students’ assessment 
information to gather their data for their study. 
The overall results of the studies indicate that Hispanic students from low SES enrolled in 
a dual language program score equally if not significantly above their peers in non-dual language 
programs on measures of language arts and math.  Thirty-eight to fifty percent of EP students in 
4th and 5th grade attained proficient to advanced scores on the CST, compared to only twenty-
eight to forty-two percent of mainstream EP students.  ELL students also attained proficient to 
advanced scores on the measure at a slightly higher rate than the mainstream students.  Also, 
gaps in achievement between ELL and EP students in dual language programs was seen to be 
closing, while the gaps between  ELL and EP students in mainstream programs widened.  
Furthermore, students in the dual language program were also assessed in reading and math in 
Spanish; as a whole they scored above grade level in reading in Spanish and well above grade 
level in math in Spanish.  As the researchers hypothesized, students’ scores on the Spanish and 
English assessments produced a correlation.  For example, a student who scored well in reading 
in English for the most part also scored well on the Spanish reading assessment and vice versa.  
Additionally, students from dual language programs survey responses indicated a higher 
percentage of positive cross-cultural attitudes.  This study has begun to show the many benefits a 
dual language program can have for students who are, English language learners or English 
proficient and from a low socio-economic setting.  The following study done by Dejesus (2008) 
on the effectiveness of Dual Language programs had a similar sample of students, both English 
dominant and English Language Learners.  Much like Linholm, Leary and Block’s study both 
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types of students in the sample demonstrated achievement levels that were equal to or above 
students in non-dual language programs. 
Dejesus’s (2008) study examines seven-years of data on a public school with a high 
percentage of Puerto Rican Students and their adoption of a dual language program in which 
students attained high levels of success in language arts.  The purpose of the study was to 
uncover the benefits of a dual language program.  The researcher listed various hypothesis about 
the implementation of the dual language program: (1) produce bilingual and bi-literate students; 
(2) raise the level of academic achievement; (3) close the achievement gap between lower and 
higher socio-economic students; (4) combat the negative perceptions about learning English 
some associate with loss of  Spanish language and culture.  The independent variable was the 
dual language program and the dependent variable was the state achievement test. 
The sample was made up of 550 students from a K-4th grade school with a long standing 
academic achievement failure rate.  Students that attended this school fell into two categories of 
language development: English language learners (ELL) and English Dominant (ED).  Almost 
100% of the students attending the case study school were receiving free or reduced lunch.  The 
school was situated in a neighborhood with high crime, violence, gang activity, and low 
infrastructural support.  The dual language program was implemented by this struggling school 
as a result of a federal grant to replicate successful practices from another dual language program 
already initiated by another school.   
The dual language program in this school took on a 50:50 format, where students are 
given fifty percent of their instruction in English and fifty percent of their instruction in Spanish.  
In dual language programs no translations are allowed. This means that once a lesson was given 
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in English or Spanish, duplication of the lesson in the other language was not allowed.  This 
strategy has been found to promote active language learning versus passive learning found when 
a student knows a translation will be provided.  Implementation of the dual language program as 
contracted in the grant stated that, there would be great efforts made by the school to involve 
parents and provide them with education on the program, and provide teachers with consistent 
professional development on the dual language model of instruction.  However, these two points 
were not completely implemented successfully by the school.  Efforts for parental involvement 
were minimal and teacher training efforts, while given more effort, faced huge challenges due to 
scheduling, paying teachers overtime, staff turnover, inconsistencies in planning and carry 
through, as well as negative attitudes toward the program by some members of the staff.   
The results of the assessments used to measure the success of the level of language arts 
achievement of dual language students on the state standardized test are divided into four 
categories: dual ELL, dual ED, general education, and bilingual transitional.  The first state 
assessment results were reported for the 2001-2002 school year which showed that 80% of both 
ELL and ED dual language program students reached proficiency not only closing the 
achievement gap between the two groups, a major feat, but also, outperforming their regular 
education peers. In the 2002-2003 school year both groups in the dual language program 
continued to attain higher proficiency to advanced levels on the language arts state exam when 
compared to students in the mainstream program and even those in the transitional bilingual 
education program required by the state for students who transferred to the school in the upper 
grades.  In the 2003-2004 school year dual language students were given the DRA or 
Developmental Reading Assessment in Spanish measuring their academic achievement in 
reading and math.  Again, as the researcher hypothesized the dual language group outperformed 
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their peers in both mainstream classrooms and even the bilingual transitional classrooms.  
Furthermore, the English dominant dual language students outperformed the Spanish dominant 
students in the bilingual transitional program on this Spanish measure.  In the 2004-2005 school 
year, because of the noted success of the program, further funds were given to the school to 
continue the study.  In the same year the schools dual language program students outperformed 
not only the mainstream students from their own school but also the district and made gains in 
closing the gap with the state. On the 2004-2005 state standardized achievement assessment in 
Language arts the ED dual language students outperformed all other groups of students including 
the mainstream students in their school, the district, and even the state.  The English Language 
Learners in the dual language program outperformed the other mainstream students, the district, 
and narrowly missed matching the state by a little over a percentage point.   
While the researcher of this case study is cautious about generalizing the effectiveness of 
this dual language program to other schools and other communities, it cites the unarguable 
success of this dual language program as a catapult for further research that could generalize the 
effectiveness of dual language programs for language arts achievement to other schools in other 
communities.  Even as successful as this dual language program was, the study leaves room for 
improvement in the way in which the community and teachers were educated about the program.  
A question then arises. If the teachers had been better educated about the goals of the program 
could that education manifest itself in even better student achievement scores? The effect of 
educating DL teachers on the purpose and benefits of dual language programs was examined as a 
variable that the researcher hypothesizes will affect DL student achievement. 
 In Juliet Ray’s study (2009), she explores teacher agency at an academically successful 
dual language school.  Teacher agency can be thought of as what a teacher intentionally does to 
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affect an outcome.  Since dual language (DL) schools have shown higher rates of success in 
comparison to other bilingual programs and since teacher quality has been found to be a crucial 
element in any successful educational program, Ray examines the elements of teacher agency 
demonstrated by teachers at a successful dual language school.  The goal of dual language 
schools is to support students’ native language and culture while adding a second language and 
maintaining high academic achievement.  In this way, students truly become bilingual, as they 
can speak, read, and write in both languages.  While many may agree that being bilingual is an 
asset, current federal school policy makes English language learning a priority and maintaining 
or acquiring a second language is unacknowledged. Ray’s hypothesis is that teacher agency 
serves to counter balance societal pressures that work against dual language school programs. 
The subjects of Ray’s case study involved four teachers from a DL school in South 
Texas.  This school has a higher percentage, when compared to the district, of English Language 
Learners (ELL), economically disadvantaged and students considered at risk.  These teachers 
taught grades 1-5 elementary, with an average of six years teaching in a DL school and an 
average of fifteen years teaching bilingual education.  Three of the teachers were born in the 
United States and one teacher was born in Mexico.  All four stated that Spanish was their first 
language. 
Ray used structured interviews to explore teacher agency with the DL teachers.  The 
teachers were each interviewed once from one to three hours using a common interview protocol 
to structure the conversation, however follow up questions were also asked to allow for more in 
depth understanding of the teacher’s position.  The researcher then analyzed teacher responses 
through the lens of human agency.  Human agency is described as the idea that personal, 
behavioral, and environmental factors are simultaneously working together to determine the 
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degree in which a person will act to intentionally change an outcome.  This is also known as self-
efficacy.  Antecedents can be thought of as experiences an individual has that helps form their 
beliefs about their ability to affect an outcome.  There are four antecedents that help form a 
person’s self-efficacy, mastery, vicarious, social persuasion, and physiological symptoms. 
Mastery experiences are those in which individuals are very successful at accomplishing 
something.  Vicarious experiences are those where people see others successes as motivation to 
act themselves.  Social persuasion is positive social encouragement that motivates someone to 
act.  Physiological symptoms, such as stress caused by a person’s low performance, can inhibit a 
person’s confidence to act.  As a result of these antecedents, individual teachers have different 
levels of self-efficacy that can be observed in different behaviors. Teachers with high self-
efficacy believe: that the level to which they succeed or fail has a high correlation to the amount 
of effort they put forth.  This belief can increase a person’s motivation to act and realize when 
they are effective and can lead to a greater commitment to teaching. 
Ray’s analysis of the teacher interviews found that the four teachers drew upon all of the 
antecedents listed above as their motivation to keep using the DL program.  Despite societal 
pressures to use other instructional approaches, the teachers talked about the schools prior 
success levels and continued growth in student achievement from year to year as their motivation 
to keep using the DL model.  The vicarious experiences of traveling and visiting many other 
schools using the DL program also served to inspire and motivate their own efforts.  A shared 
belief and communication among teachers provided the verbal/social persuasion to motivate 
teachers that their DL program was effective for student achievement.  Lastly, physiological 
encouragement was distinguished from teacher interviews when teachers communicated how 
much they enjoyed working at their particular school.  The researcher’s analysis concluded that, 
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the high teacher efficacy felt by the teachers led to positive behaviors or manifestations that 
could be seen in the school.  The wide-range and collaborative planning, volunteer tutoring after 
school, the sense of community in the school, and teachers remaining in the field of teaching, are 
all examples of positive manifestations of the self-efficacy teachers at this DL school felt.  In 
turn, these positive behaviors or manifestations have a positive influence on the success of the 
dual language program which creates bi-literate students. 
This study makes evident the need for teacher buy-in to the dual language program within 
a school in order for the program to be successful and produce students who can achieve 
proficiency on standardized reading tests (Ray, 2009).  The two following studies will examine 
factors outside of the school to determine the extent to which they affect the outcomes of a dual 
language program within a community. Teachers who work diligently to provide bilingual 
students with the best methodologies are even more important for bilingual children who may 
not have strong support for their bi-literacy growth at home.  The following study will reveal 
how some bilingual students perceive their bilingualism as a weakness.  The dual language 
programs explored in the preceding studies have sought to immerse students in English and 
Spanish, which is a native or home language for most of the dual language students.  It may seem 
logical to think that students who participate in dual language programs have high levels of 
family support in developing their home or native language while acquiring English; however 
this is not always the case.  The following study explores the effects a parent with negative 
perceptions of Spanish monolinguals and Spanish ELLs had on their child in a dual language 
program. 
In a study done by Martinez-Roldan and Malave (2004) they explored extraneous factors 
that impact a bilingual child’s growth in bi-literacy as well as their perception of self.  Of 
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particular interest to the researchers were the reasons why some bilingual children have negative 
perceptions of people who only speak Spanish.  This question emerged from a discussion one of 
the researchers had with a small group of second grade students, one of whom was named Steve.  
Through the discussion with Steve the researcher found that Steve, although bilingual himself 
and from a Mexican-American family, thought Spanish monolingual people were less intelligent 
than English only speakers or Spanish speakers who learned English.  At the time of the study 
Steve was seven-years-old and was considered an English dominant student.  The researchers 
believe it was salient to understand Steve’s home life as a way to uncover the roots of his 
position on Spanish monolingual people.  Steve’s parents Rosa and Francisco also became 
participants in this case study.  Rosa identified herself as Hispanic and a native of Arizona since 
her family lived in Arizona for generations.  Rosa’s first language was English and she learned a 
little Spanish after marrying Steve’s father, Francisco who was born in Mexico.  Francisco’s 
dominant language is Spanish and he said he knew little English.   
The setting of the study was also deemed important by the researchers both in the larger 
community as well as the community of the school Steve was part of.  In Arizona, during the 
time this study was taking place, there was also controversy playing out in the community 
against bilingual education and immigration.  The researchers expressed that the anti-bilingual 
sentiments being played out in the political arena stem from a definition of literacy where skills 
are simply transferred over and have no relationship with sociocultural aspects.  This is a claim 
that the researchers dispute, using research to support the claim that a person’s sociocultural 
perspectives supersede other mental process in learning.  Steve was also a member of a 
community school where ideologies fall in line with the sociocultural perspective of learning.  In 
his school, both Spanish and English were methods of instruction.  In this type of program, 
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called a Dual Language program, students are immersed in the Spanish language, and Hispanic 
culture.  English and American culture are added and developed more and more as students 
progress in grades.  Ninety-three percent of the students were Hispanic, mostly Mexican-
American, and from working-class families.  The remaining 7% of the population was made up 
of Native-Americans, European Americans, African Americans, and Asian Americans.  As a 
dual language school students attend one of two classes four times a week for forty minutes: 
English as a Second Language (ESL) or Spanish as a Second Language (SSL).   In these classes, 
students receive explicit instruction depending on their language needs to further develop their 
second language. 
The researchers in this study made use of Critical Discourse Analysis (CDA) to draw 
insight into Steve’s perspective.  CDA is a way to study language and its relationship to the 
public and beliefs.  The researchers observed and recorded student’s discussions about literature 
and eleven of those discussions were selected for analysis.  Also, one of the researchers made 
home visits and interviewed the parents of the students in the analyzed discussions.  Transcripts 
of the interview of parents were made.  Steve’s family was selected from among these because of 
his negative views from which the researchers believed they could gain further understanding of 
the complicated ideologies of language.   
Steve’s initial conversation with one of the researchers demonstrated his negative view of 
Spanish monolingual speakers; through careful review of the conversation, Steve also 
communicated beliefs that not being allowed to speak Spanish by a teacher is wrong.  These 
opposing views seemed to the researchers as potentially harmful ideologies since Steve himself 
would soon realize that in society he is Mexican.  Through analysis of other literature discussions 
the researchers found what seemed to be explanations, if only in part, for his views.  In one 
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discussion Steve shares that he connected with one of the characters in a book when she quit 
speaking Spanish.  He shared that at home his father demands that he not speak Spanish and that 
he had a hard time talking with his father.  He also shared that eventually his father changed his 
mind and let Steve speak in Spanish.  Steve commented that this made him happy.  When 
interviewed, Steve’s mother commented on how she and Steve read the literature discussion 
books together after being encouraged to do so by the teacher.  She also shared that she enjoyed 
the book that made Steve so happy.  This change in attitude is seen by the researchers as a 
demonstration of how literature and discussions about literature that deal with similar language 
issues can make an impact on a student’s identity. 
The analysis of interviews with Steve’s parents also shed light on Steve’s negative views.  
Steve’s mother shared that she never had the opportunity to go to a bilingual school.  This 
comment was interpreted by the researchers to mean that she feels as if bilingual education is an 
important opportunity for students to have.  However, later in the interview both parents seem to 
agree that learning English was most important.  Rosa shared a story about her aunt who was 
punished for speaking Spanish at school.  The researchers believe that this could also possibly 
support why Rosa offered contradictory sentiments about bilingual education.  Francisco offered 
experiences about his children’s struggles in school and not having a greater command of 
Spanish.  He expressed that he didn’t think it was fair for students to be forced to speak English 
and was also upset that his son was being punished for not speaking Spanish fully and being 
made to attend Spanish as a second language classes.  On the other hand Francisco also 
communicated that he understood that knowing Spanish was important for attaining certain jobs.  
It was noted by the researchers that neither parent ever expressed that their knowledge of 
Spanish would preserve cultural identity.  Based on the analysis of the interviews the researchers 
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believe that Steve’s parents inconsistent and often negative views of bilingualism negatively 
affect Steve’s growth as a bi-literate child.  Furthermore, the researchers demonstrated that 
teachers, with assistance from culturally relevant texts, who are willing to address the topics 
associated with bilingualism, can challenge student’s negative perceptions.  While this study 
found proof that parents can affect the bi-literate development of their own bilingual child, the 
next study questions the affect a community can have on the bi-literate development of a 
bilingual child. 
The central question of Reese & Goldenberg’s (2006) study is whether or not language 
minority children have a better opportunity to maintain their native language in a community that 
is immersed in their native language versus a community where English is predominant.  In this 
study Reese examined two distinct communities in which language minority children live; to 
evaluate the role of the community in shaping and supporting students’ perception and use of 
Spanish.  The researchers’ hypothesis is that students who go to a bilingual school and live in a 
community with high levels of oral language and print in Spanish, will have greater language 
maintenance and less language loss than students who go to bilingual schools and live in a 
neighborhood with little if any Spanish language or print outside of the classroom. Reese and 
Goldenberg’s study underscores the opportunity for academic advantage that supporting 
students’ native language can provide.  The dependent variable in the study was the children’s 
Spanish language maintenance and the independent variable was the community surrounding the 
students’ school and home. 
For the study, the researcher selected two distinct communities in which children from 
Spanish speaking homes live and attend school.  One community is urban, highly populated, 
low-income, and exclusively Latino.  The other community is made up of mostly white middle-
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class families.  Subsets of twelve families from these two communities were selected for in depth 
interviews based on a survey about the families’ demographics previously given by the 
researcher.  According to the survey that the families filled out, the families from both 
communities had comparable demographical similarities including parents being born outside of 
the United States, education level of parents, percentage of mothers who stay at home, fathers 
who primarily work blue collar jobs and earn a mean income of under $30,000 per year. The 
researchers investigated the communities through observation and interviews with the principals 
of the two schools, the researchers recorded their findings through field notes, gathered literature 
samples, and took photos and video footage of the community.  The researchers documented 
different neighborhood settings, different types of literature from the neighborhood, and 
environmental print.  To assess students’ literacy achievement in English and Spanish a language 
proficiency assessment was used.   
The researchers found that the one community which they called the Platero Community 
had a higher amount of people who spoke Spanish, an increased amount of Spanish language 
print, and had a higher amount of authentic Latino culture such as music and food.  Although the 
Platero community offered more Spanish immersion through print and language, it was also 
higher in crime and gang activity and provided less opportunity for citizens to obtain literature.  
The other community, given the name of the Garden community, was a more affluent 
neighborhood.  In the Garden community Spanish was only spoken in the home and rarely if 
ever in the community.  Spanish language print was seen, but was limited.  On the other hand, 
more English language reading materials were available to the Garden community such as adult 
and children’s books in the library, magazines in the library and for sale, newspapers for sale, 
and books for sale. 
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According to the results of the language proficiency assessment, students from the 
Platero Community scored slightly higher on the Spanish version of the test while students from 
the Garden Community scored slightly higher on the English form of the Woodcock Language 
Battery—Revised (1991) test. Since the scores were not drastically different, one can only 
cautiously associate the students’ scores with their level of immersion in each respective 
language.  However, what can also be extracted from this study is that students enhanced literacy 
opportunities offset their socioeconomic disadvantage. While both schools promoted 
maintenance of the students’ first language, the outer communities also played an integral part of 
the level to which students maintained their native language.  Messages of prestige of a specific 
language a community communicates will inadvertently affect children’s desire and ability to 
maintain what they may perceive to be a less prestigious first language.   
When a school seeks to help bilingual students gain high academic achievement, schools 
must first take steps to ensure high levels of teacher agency, educate parents, and also be willing 
to extend itself into the community to increase authentic language experiences in both languages.  
While these are complex tasks in and of themselves, fostering an environment with high teacher 
agency could increase parent knowledge, and increase links with the community.  As seen in the 
first study of this section, teachers with high levels of self-efficacy will view themselves as 
crucial to making those connections to the community if they realize how important those 
authentic experiences are for their students’ success.  While these studies explore formal dual 
language programs their results could be generalized to even limited support of home language 
in the classroom.  As stated in the introduction to this chapter, many schools who service 
bilingual and ELL students are limited in the formal support they can give students because of 
state and federal regulations.  However as seen in the next study in the following section of this 
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chapter even informal support of students home language can yield positive results in reading 
achievement. 
Culturally Relevant Texts 
The primary focus of the articles reviewed in this section center around the benefits of 
using culturally relevant texts to support students’ reading achievement in language arts.  The 
researchers examine students’ native language as a tool in closing the achievement gap between 
Whites and their Hispanic peers who are also language-minorities.  The questions posed 
throughout these articles explore how culturally relevant texts can aid in decreasing negative 
cross-cultural attitudes, negative behavior, and even negative feelings about school for bilingual 
Hispanic students. 
Martinez-Roldan and Sayer (2006) conducted a study to explore if letting Latino 
bilingual students use their first language, Spanish, would improve their comprehension when 
reading English texts. Since there has been little research done to understand the reading 
comprehension of bilingual students in the early primary grades and because current educational 
reforms neglect to include sociocultural aspects of reading like language in its interpretation of 
literacy, Martinez-Roldan and Sayer wanted to understand the role language plays in how 
students understand texts.   Based on their research of the interrelationship of bilingualism and 
literacy the researchers found that bilingualism is a linguistic continuum in which students do not 
only go forward but often go between languages to make meaning.  The researchers therefore 
found implications that when students are able to utilize all parts of their language continuums 
they are better prepared to become bi-literate.  The researchers hypothesized that when bilingual 
students whose first language is one other than English, are given the opportunity to demonstrate 
their understanding of texts utilizing all of their language skills, they will have higher reading 
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comprehension than when asked to demonstrate their understanding in English only.  The 
independent variable was the students’ use of language and the dependent variable was the 
students’ ability to demonstrate their reading comprehension.  
The participants in this study were eight students, with four students who demonstrated 
higher English proficiency and four students who demonstrated higher Spanish proficiency.  
Since the study involved working with the students for more than two years the students began 
the study as second graders and were in 3rd grade at the end of the study.  All of the students 
selected for the study were Spanish only speakers when they first started school.  By the time 
these students were in third grade however, they all were able to read and speak in English and 
Spanish.  The students all had different levels of reading proficiency in English and Spanish. 
The researchers used both qualitative and quantitative measures to gain knowledge about 
the students’ use of language to create meaning in texts.  To begin, the researchers first took 
measures to obtain a baseline of the students’ language abilities and use of language.  They 
achieved this by, observing the students in their classroom for a week, collecting information 
from two bilingual small group literature discussions which all the participants were  a part of, 
and interviewing the students about their language usage in different contexts.  While this 
information provided valuable insight into the students’ language skills and usage, the most 
pertinent information was gleaned from the twenty-four individual readings and retellings of 
books in which each student participated.   
The books selected for these readings and retellings were chosen based on: the quality of 
the translation, stories that students would be able to make connections with based on their age, 
and stories with themes that demonstrated minority and majority views in English and Spanish.  
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Special attention was also given to select picture books that were comparable in length, and that 
an equal number of protagonists in the stories were male and female.  Students read books in 
English and Spanish.  More specifically, two of the books the students read were in Spanish and 
students were asked to retell the book in Spanish.  Four of the books students read were in 
English, however, for two of those books the students were asked to retell in English and in the 
other two books the students were asked to retell in Spanish.   
Once the texts were selected the reading and retelling of the stories followed a specific 
routine procedure.  Prior to reading the researcher would tell the student which language the 
book would be read in and which language the book would be discussed in.  During the reading 
of the text the researchers would stop the students at pre-selected stopping points and ask them to 
think-aloud.  The researchers prompted students by asking them questions about what was 
happening in the text up to the point they had read.  The researchers credit these think-alouds 
with allowing them to observe how students were making sense of the story and the strategies 
they were using to understand the text.  Following the students’ reading of the text the students 
were asked to retell the story without any prompts by the researcher.  After the students 
independent retelling the researcher prompted the student in retelling more of the story using a 
story map, literary elements, and asking open-ended questions about the stories literary features 
such as characters, problem, setting, etc.  The students were finally asked to make connections 
between the story and their own life. 
As previously mentioned this study made use of both quantitative and qualitative data.  
First, the quantitative data that was taken from this study was the result of scoring the students 
retellings.  Each story that the students read was previously analyzed to understand which 
literary elements were most developed in the story.  The story elements scored were 
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characters/characterization, setting, plot, problem, resolution, and theme. Each retelling was 
worth a maximum of 100 points.  The points were distributed based on which story elements 
were most prevalent in each particular story. The students had the most complete retellings when 
they read and discussed the readings in Spanish. The scores of their retellings also indicate that 
three of the four students were able to demonstrate higher comprehension when they were able to 
use Spanish to communicate their understanding.   
Based on the structure of the study the results could also be analyzed through a 
qualitative sociolinguistic lens.  One of the findings of the research was that for three of the four 
students, comprehension scores were higher when reading more culturally relevant texts.  
Because the researchers video recorded, voice recorded, and transcribed the readings and 
retellings they were able to analyze the language usage of the students more critically.   What the 
researchers found interesting was that their original frame of classifying students as English 
dominant or Spanish dominant was too limited.  They found through their analysis that students 
used Spanglish to navigate and communicate their understanding of the text.  The researchers 
found that for someone to speak Spanglish they must have competence in both languages and 
that although it is not a language of prestige in this country it is an authentic language.  
Furthermore, Spanglish like English and Spanish was part of the students’ linguistic strategies 
for understanding texts and the world around them that helped them demonstrate greater 
understanding.  While this study explores the benefits of using culturally relevant texts and 
students authentic language the following study adds high level comprehension questions to the 
variables that contribute to bilingual and ELL students’ success in reading. 
Teacher-researcher Angela Rickford (2001) was concerned by research and statistics 
about the academic success of ethnic minorities in the United States as reported by the U.S. 
EFFECTS OF CULTURALLY RELEVANT TEXTS AND DISCUSSIONS 39 
 
Senate in 1997.  In short, the report stated that while white students were scoring above the 60th 
percentile on standardized testing, ethnic minorities such as African Americans and Latinos were 
scoring at or below the 31st percentile in elementary school and beneath the 26th percentile at 
the high school level.  Most striking to the researcher was that the ethnic minorities identified in 
this report were not just failing but that their academic failure was growing as they progressed 
through school.  This report was pertinent to the researcher since her student population was 
made up of a diverse mix of students who were primarily African American, Latino, and Pacific 
Islanders, the population that was identified in the report as at risk of academic failure. The 
researcher identified two components of the reading program as key to begin supporting students 
in her classroom, one—including culturally relevant texts in the curriculum and two—using 
higher order thinking questions.  The independent variables were the culturally relevant texts and 
higher order thinking questions and the dependent variable was the student’s scores on the 
comprehension questions.  The researcher’s hypothesis was that when ethnic minority students 
are given the opportunity to demonstrate understanding of culturally relevant text by answering 
high level comprehension questions they demonstrate greater reading comprehension abilities. 
The sample of 25 sixth and seventh grade students involved in this study were students in 
Rickford’s class.  As mentioned above, the students were ethnically diverse and made-up of a 
mix of African American, Latino, and Pacific Islanders.  Mimicking the national statistics that 
were presented in the U.S. Senates report, more than 50% of the 25 students scored below the 
50th percentile and seven students scored around the 10th percentile on a California 
Standardized test.  Rickford also reports that the students’ motivation and academic performance 
was below average. 
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Rickford drew on research to support her hypothesis that culturally relevant texts and 
higher order questioning would help support her students in achieving academic success. For the 
first component of using culturally relevant texts, Rickford cites five different sources in which 
support from parents, school board members, community members, authors, and teachers have 
spoken or been a part of supporting culturally relevant texts in schools.  Rickford also cites four 
different studies in which the researchers tested the results of using culturally relevant texts and 
found academic benefits for their samples.  As a key subcomponent of cultural relevance, the 
researcher further supported her hypothesis through citing research that supports students’ 
vernacular or home language use in the classroom as a means to increasing reading achievement.  
The second major component of this study was the effect of asking higher order thinking 
questions as a means to increasing students’ reading comprehension ability.  The researcher 
provides research from three empirical studies and various theoretical perspectives to support 
higher order questioning in her study.  With the support of these studies and research base 
Rickford designed her study. 
In order to test the effect of the two variables, culturally relevant texts and higher order 
thinking questions, on her students the researcher designed her study around the reading of three 
African American folktales and three African American short stories.  Next, the researcher 
created three lower level comprehension questions and six higher level questions.  The lower 
level questions assessed students’ explicit comprehension.  The higher level questions assessed 
students’ interpretation, critical evaluation, and creative reading.  The students’ were also asked 
to rate their enjoyment of each of the stories on a scale of one to six, where one represents low 
enjoyment and six represents high enjoyment. The students’ responses to the comprehension 
questions were scored from 0 to 3, with zero being wrong and three being the best answer.  
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The researcher’s findings after scoring the students responses suggest that her hypothesis 
was correct.  A median score of 4.8 out of 6 was given for the overall enjoyment of the six 
stories.  This score along with the students’ comments and discussion about the stories indicated 
that they also connected with the stories on a deep level.  When the researcher asked students to 
identify the elements of the stories that they enjoyed most, language and illustrations were rated 
highest.  In many of the stories the authors used African American vernacular and each of the 
stories had a full page illustration depicting African Americans.  These results indicate that the 
texts were engaging for the students in a large sense because they were reflections of their own 
culture.   
The students’ scores on the comprehension questions also confirm the researcher’s 
hypothesis.  It has been the researcher’s hypothesis that ethnic minority students’ actual reading 
ability has not been assessed accurately because they have not been given the opportunity to 
demonstrate the depth of their understanding.  Through her study, the researcher found that when 
students are given the opportunity to demonstrate their understanding at higher levels their 
comprehension scores increase dramatically.  For instance, on the explicit recall questions 
students mean score was 60%, on the higher order interpretation questions their scores increased 
to 79% as the mean score, and on the higher order creative questions the mean score was 75%, 
still fifteen points higher than the mean score for the low level comprehension questions. 
The students in this study scored better on the higher order comprehension than the lower 
order comprehension questions as predicted in Rickford’s hypothesis. She further makes the 
point based on her findings, that teachers should not postpone teaching higher order thinking 
skills until lower level comprehension skills are mastered.  Using culturally relevant texts, as she 
did in her study proved to help provide the interest, motivation, and context from which her 
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students could demonstrate their ability to think critically about texts.  The combination of using 
higher order thinking questions, using culturally relevant texts, while respecting students 
authentic language could be part of the solution to helping to provide ethnic minorities with 
equal opportunity to learn and demonstrate their reading achievement.  This study demonstrated 
how culturally relevant texts can help ethnic minorities in general make gains in reading 
comprehension. The next study will explore how culturally relevant text affect Mexican-
American students specifically with reading comprehension and other aspects relevant to 
motivation and academic success. 
The study conducted by Ramirez, Jain, Flores-Torres, Perez, and Carlson (2009), 
examined the effects of cuento therapy, an intervention in which Spanish-language tales are 
utilized, with Mexican-American students.  The researchers found that overall, Latino students 
are at greater risk than their white peers for school failure.  The purpose for this study was to 
help Mexican-American students make gains in self-esteem, anxiety, depression, affect, and 
reading, factors which greatly influence academic success.  The hypothesis of the study was that 
by providing students with culturally relevant folktales in Spanish and English they would see 
greater gains in cognitive and academic outcomes when compared to peers who received the 
regular English only curriculum. The independent variable was the cuento therapy which 
included: the teacher/therapist reading aloud a Mexican folktale in Spanish and English, 
discussion of the story that included differing levels of questioning according to blooms 
taxonomy and making connections between the story and the lives of students, followed by role-
playing.  The dependent variables were the post-test differences on the measures of 
acculturation, self-esteem, anxiety, depression, and reading achievement. 
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The sample consisted of 58 third-grade children enrolled in a mandatory remedial 
summer school program for students who failed an end of the year achievement test.  Students 
who participated in the study attended two of the districts’ elementary schools.  Each of the 
schools had a treatment and control group.  Twenty-eight students were randomly assigned to the 
treatment group and thirty students were randomly assigned to the control group.  The treatment 
group was composed of 64% males, and the control group was composed of 60% males.  The 
treatment group and control group had the following demographics: economically 
disadvantaged, for the treatment group—93% and 83% for the control group;  88% of the 
treatment group and 90% of the control group were at risk for academic failure; and 74% of the 
treatment group and 48% of the control group were limited English proficient (LEP). 
 All of the students received only reading instruction throughout their five week summer 
school program in a traditional classroom setting.  Students in the treatment and control groups 
were given pre-tests prior to the treatment group receiving cuento therapy.  The measures 
included: the Short Acculturation Scale for Hispanic Youth (SASH-Y) (Barona & Miller, 1994), 
Culture-free Self-Esteem Inventories-Third Edition (CFSEI-3) (Battle, 2002), Revised Children’s 
Manifest Anxiety Scale (RCMAS)(Reynolds & Richmond, 2000), Test Anxiety Scale for 
Children (TASC) (Ferrando, Vera, & Lorenzo,1999), Children’s Depression Inventory-Short 
Form (CDI-S) (Kovacs, 2003), Texas Assessment of Knowledge and Skills (TAKS) (TEA, 
2005).   For one hour each day, for twelve consecutive days, students in the treatment group 
received cuento therapy sessions while the control group continued with the regular classroom 
instruction.  The regular classroom instruction consisted of explicit instruction and repetitious 
practice activities.  For the twelve sessions that the treatment group received instruction from the 
cuento therapy instructors they were read a cuento, or a Mexican folktale, in Spanish and 
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English.  After the readings, they were lead in a discussion about the important elements of the 
story using multiple blooms taxonomy questioning levels.  Next, the students would role-play 
taking on the persona of a character in the story to depict an important event.  Lastly, the students 
would engage in discussions to share connections they made between the story and their lives.  
After the twelve sessions were completed for all groups post-tests were administered by the 
researchers 
 The researchers found that the treatment group made favorable gains in certain subscales 
of the self-esteem, anxiety, and reading achievement measures when they compared the pre-test 
and post-test scores.  The self-esteem measure showed increases in mean gain scores for 
academic and general subscales for the treatment group, but no gain in parental/home and social 
subscales.  The treatment group experienced lower levels of anxiety after the intervention 
according RCMAS (Reynolds & Richmond, 2000) measure, but showed no mean gain scores for 
depression according to the measures.  The TAKS (TEA, 2005) post-test showed greater mean 
gain scores for the treatment group compared to the control group.  In addition to the increased 
mean gain scores that the measures were able to quantify, the researchers also noted informal 
anecdotal improvements in the treatment groups’ behavior, anxiety, and attitude towards reading. 
 Overall, cuento therapy, even in its short and limited use of Spanish language and 
Hispanic cultural folktales showed students making positive academic gains in reading, behavior, 
anxiety, and attitude.  The evidence shown in this study has implications for further research.  
With further research, perhaps instructional practices where student culture and language are 
valued, as seen in this study, could be adopted by more schools. This study limits focus on the 
academic benefits of providing culturally relevant texts and the use of Spanish by students.  The 
following study explores the benefits of using culturally relevant texts more widely across the 
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language arts classroom and especially for those classrooms servicing English Language 
Learners.  
Ebe (2010) conducted a study to determine the extent to which culturally disconnected 
texts and culturally relevant texts affect English Language Learners (ELLs) ability to 
demonstrate their true reading ability on reading assessments. The problem the researcher 
encountered as a teacher of bilingual students was that the reading assessments she used to 
determine her students’ ability were often based on texts that had little relevance to her students’ 
lives.  What she noticed was that when her students got to a particular text in a series of leveled 
texts that was culturally disconnected from their background knowledge miscues would instantly 
increase and students were unable to move forward in reading levels.  Based on Ebe’s experience 
in the classroom she found that a reader’s ability to connect with a text correlates with the 
reader’s ability to demonstrate understanding of the text.  To test her hypothesis she designed a 
study that would pair two reading assessment passages, equal in level of difficulty, but different 
in relevance to the subjects schemata.  The independent variable was the culturally relevant text. 
The dependent variables were the students’ achievement levels on the oral readings of the two 
passages, the two retellings on the two passages, and the students’ ratings on the cultural 
relevance of the two passages. 
Ebe’s sample for this study consisted of nine third grade students. The school where the 
study took place was located in the Northwestern United States and had a total of 45 identified 
ELL students at the time of the study.  All of the nine students who participated were ELL and 
immigrants from the Caribbean, Mexico, or Central America.  
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  All nine students involved were asked to read two reading passages from a commercial 
test kit.  The two stories were both marked as being third grade level.  The only difference 
between the two passages was the degree of cultural relevance to the students. The first story was 
about a boy who was a newly arrived immigrant to the United States and had trouble 
communicating until his teacher and classmates discover his artistic talents.  The second story 
was a fable about a battle between the sun and the wind to determine who is stronger.  In order to 
measure cultural relevance of these and other texts, the researcher defined cultural relevance 
based on her extensive research as, “…texts (that) draw on the schema that readers bring to 
reading” (Ebe, 2010, p.196).  Furthermore, the researcher developed a rubric to quantify the 
degree to which a text is culturally relevant for any given reader.  The rubric requires a reader to 
rate a text on a scale from one to four with one being the least culturally relevant and four being 
the most culturally relevant on nine questions that range from comparing the characteristics of 
the characters, places, time, age of characters, gender, language, experiences, and familiarity 
with the genre or type of text to the reader.   After each student read the two passages they were 
then lead through the rubric and the researcher took notes on their comments as they went 
through it together.  Out of a possible 32 points which indicates a high level of cultural relevance 
the story of the immigrant boy was rated a mean score of 26.9 and the fable was rated a mean 
score of 14.2.  These scores indicate that the story of the immigrant boy was more culturally 
relevant than the fable was for these students. 
To determine the results of the study, the researcher gathered 18 readings, retellings, and 
cultural relevance rubrics based on the nine students who read two passages each.  During the 
reading, the researcher recorded the students and analyzed their oral reading using miscue 
analysis. Miscue analysis according to the researcher is a way to measure a readers 
EFFECTS OF CULTURALLY RELEVANT TEXTS AND DISCUSSIONS 47 
 
understanding of a text by categorizing a readers miscues into these four categories: meaning 
construction, grammatical relationship, graphic similarity, sound similarity.  All nine readers 
scored an independent or instructional reading level on both passages.  Students did score 1.1% 
higher on the fable than the immigrant story however; when the researcher categorized the 
miscues it offered a more complete understanding of the students reading comprehension.  
According to the miscue analysis, the students were actually more proficient when they read the 
story about the immigrant boy than when they read the fable.  The analysis showed that during 
the reading of the immigrant boy the students as a whole made less grammatical and meaning 
miscues, for example they may have substituted his for this in a sentence but the sentence was 
still grammatically correct and made sense.  These types of miscues are considered to be “higher 
level miscues” (Ebe, 2010, p. 205).   When reading the fable a higher percentage of the students 
miscues, as determined by the researcher, did not make sense grammatically or semantically, for 
example they may have substituted the word sun for snow which are two words that cannot be 
substituted for one another.  Overall, the readers made more miscues that reveal a lack of 
understanding for the text in the fable than in the story about the immigrant boy. 
The retelling analysis for eight of the nine students indicated that the students had a better 
overall understanding of the passage involving the immigrant boy than the fable.  The retellings 
were scored on a scale of 1 to 5 with 5 being a complete retelling and 1 being the most 
incomplete retelling.  Two different scorers assessed each of the retellings to ensure reliability.  
What the researcher found overall was that the students had more complete unaided retellings 
when retelling the story of the immigrant boy compared to the fable.  Furthermore, even with 
prompting, students retelling of the fable still were not as complete as the unaided retellings of 
the story of the immigrant boy.  The mean retelling score for the fable was 2.6 where the mean 
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retelling score for the story of the immigrant boy was 3.6.  The researcher concluded that the 
increased degree of cultural relevance of the immigrant boy story aided the students when 
retelling the story which indicates that cultural relevance increases students’ comprehension. 
The ELL students in this study rated the story about the immigrant boy as more culturally 
relevant than the fable and through the researcher’s analysis of the students reading miscues and 
retellings, found that students demonstrated greater comprehension of the more culturally 
relevant text.  These findings indicate that it would be pertinent for teachers to consider the 
cultural relevance of texts used for assessments to get a true picture of his or her students’ 
comprehension ability.  The findings in this study could also be extended to support the use of 
using culturally relevant text in a reading curriculum to support students especially ELLs as they 
learn new reading strategies and skills.  
This section has described the results of four studies utilizing culturally relevant texts to 
support language-minority students’ achievement in reading.  All studies focused on or involved 
Latino students who were bilingual in Spanish and English, limited English proficient, or 
Spanish dominant.  To measure the level of comprehension attained by the students after reading 
culturally relevant texts, two of the researchers used retelling assessments and two of the 
researchers used higher order questioning.  Although different methods were used to measure 
comprehension, all four of the studies found common results.  Latino language minority students 
demonstrated higher levels of comprehension on culturally relevant texts.  The four studies also 
used an assessment format based on oral expression.  The researchers found that students’ 
utilizing both Spanish and English language skills in retelling and answering higher order 
questions had greater success.  The following section will examine how classroom discussions 
utilize oral language to support students reading achievement. 
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Classroom Discussions 
In the studies that follow the role of literature discussions will be examined.  The research 
noted thus far has documented the significance of including students’ home language in the 
classroom and the importance of providing culturally relevant texts in reading instruction.  The 
following study will explore how instructional conversations can support bilingual, ELL, and 
English proficient students academic achievement in reading. 
Researchers Applebee, Langer, Nystrand and Gamoran (2003) conducted a study to 
determine the effects of discussion based instructional approaches on students’ literacy 
achievement.  The researchers had several variables they wanted to examine including, (1) 
discussion based approaches that focus on envisionment building, longer instructional 
conversations, and increased academic demands; (2) fall to spring literacy achievement and the 
relationship between the variables were measured; (3) the connections between the variables and 
grade level, type of school, level of achievement, and race/ethnicity were also analyzed.  The 
hypothesis of the researchers was that students in classrooms where instruction is discussion 
based, is focused on envisionment building, and has high academic expectations would correlate 
to increased student reading achievement.  The independent variables were: dialogic instruction, 
open discussion, authentic teacher questions, questions with uptake, connections among class 
activities, emphasis on revision, hours of homework per night, and students completion of 
writing assignments per night. 
The researchers had a large sample of students, a total of 974, which agreed to 
participate.  The researchers drew this large sample from 20 different schools.  There were 10 
high schools and 10 middle schools involved in the study and an equal number of suburban and 
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urban schools were represented.  These schools were from five states including California, 
Florida, New York, Texas, and Wisconsin.  Four classes from each school participated in the 
study with the exception of one urban Texas school that withdrew one classroom from the study.  
The researchers aimed to have one honors class, one remedial class, and two regular classes.  
Some of the middle schools did not use tracking and the researchers simply asked for four 
different classes that represented the highest, middle, and lowest achieving classes to be chosen 
for the study.  At the middle school level the grades represented were seventh and eighth and at 
the high school level grades nine and ten were represented and one twelfth grade class 
participated.  For reasons outside of the control of the researchers a few schools dropped from 
the study and in the end there were a total of 64 classes from 19 different schools. The students 
provided demographic information from which the researchers learned that approximately 53% 
of the sample was female, 32% were Hispanic, approximately 17% were African American, and 
a little more than 6% were Asian American.  The schools provided socioeconomic information, 
and all together 31.4% of the sample received government assistance and qualified for free or 
reduced lunch.  
A group of five field researchers collected data for the study.  The field researchers made 
an initial visit to each school to explain the study to the students, distribute consent forms, 
distribute student and teacher questionnaires, and administer a literacy assessment.  The student 
questionnaires asked students about their home background, their academic achievement, and 
how much work they were given in their classes.  The teacher questionnaire asked about the 
teacher’s education, experience, their class makeup, their incorporation of the following 
instructional practices: dialogic instruction, envisionment building, and extended curricular 
conversations. The team of researchers observed a total of four lessons in each classroom, two in 
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the fall and two in the spring.  The lessons that were observed were selected by both the research 
team and the participating teacher and were selected for including a discussion on a piece of 
literature.  The teachers were asked to conduct the observed lessons and discussions as they 
normally would.  While observing the classrooms the researchers used a computer program 
called CLASS to record the classrooms and also audiotaped the lessons for later analysis.  
The first variable, dialogic instruction can be defined as an instructional practice based on 
authentic conversations centered on academic topics.  The teacher’s role in these conversations is 
to be a facilitator where they begin an instructional conversation by posing a question and then 
only step in to guide the conversation or to keep it going.  Through these conversations students 
and teachers gain greater understanding on the given topic.  An essential aspect of dialogic 
instruction is that teachers ask authentic questions or questions for which they do not already 
have a specific answer in mind.  In order to classify successful conversations the researchers 
defined them as an open conversation between at least three people lasting longer than half a 
minute.  In this study, the researchers found that students in low track classes had fewer 
opportunities for discussions than did students in high-track classes.  Also, high school students 
had more opportunities for discussion than did middle school students 
The second variable was envisionment building, which can be defined as an instructional 
philosophy that every reader will interpret a text differently because of their unique background 
and experiences that only that reader can bring to the text in that moment.  Teachers who instruct 
with this philosophy see all students as able to understand texts and give unique contributions to 
class discussions, use class discussions to help students grow their understanding instead of test 
their understanding, view questions as essential to gaining understanding and discussions, and 
guide students in looking at a piece of text from multiple points of view.  As the researchers 
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observed each of the four lessons in every classroom they filled out a rubric rating each teachers’ 
practices of envisionment building.  In this study, the researchers found that students in low-track 
classes were taught with less of a focus on envisionment building and more of a focus on testing 
for “correct” answers to teacher questions. 
The third variable allowed extended conversations take place in classrooms with an 
emphasis on dialogic instruction with a focus on making connections to a central theme over a 
long period of time in many contexts.  Teachers who practice extended conversations in their 
classrooms have the following observable behaviors in their classrooms: (1) connections to 
previous conversations will be heard; (2) connections to topics that will be discussed are heard; 
(3) students will use evidence from their texts to support their ideas; (4) students will use high 
level vocabulary when analyzing texts; (5) the previous four points will be found throughout the 
different contexts (discussing and writing) and these contexts will be connected in topic.  In this 
study, high track students were typically in class rooms where there were extended 
conversations. 
The fourth variable, high academic demands, was determined by several measures 
created by the researchers to compare teacher expectations and student effort. The following 
were the measures used by the researchers: students writing and the types of revisions on their 
writing and whether revisions were related to mechanics or content, the amount of hours per 
week students were given homework, how often students completed their homework 
assignments, and how often teachers assigned different types of reading and writing.  Lastly, the 
researchers administered three writing tasks at three different points in the school year and 
measured them in the following ways: abstraction and the complexity of the writing response; 
and the level of elaboration the student wrote with.  Low track students in this study were in 
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classrooms where they were given less homework and fewer assignments in revision, and these 
students were less likely to complete their homework assignments.  Higher and lower track 
classes also differed in the types of reading and writing students were given.  High track classes 
read classic literature and essays and low track classes read juvenile literature and poetry. 
The results of this study also show that dialogic instruction, envisionment building, and 
extended conversations in combination with high academic demands are all related components 
that support developing students’ comprehension of texts.  Students in classrooms that use these 
practices demonstrate higher end of year literacy.  The researchers controlled for “…initial 
literacy levels, gender, socioeconomic status, and race/ethnicity (Applebee, Langer, Nystrand, & 
Gamoran, p.719).  They found that discussion based approaches to instruction positively affected 
student performance regardless if the students were in a high or low track, being in an urban or 
suburban school, and being in a high school versus a middle school.  According to the 
researchers’ analysis of pre and post assessments in literacy ability, both higher achieving and 
lower achieving students benefitted from discussion based instruction and high academic 
expectations.  Another finding of this study was that lower track students received significantly 
less dialogic instruction, envisionment building, extended curricular conversations, and high 
academic demands in their literacy classrooms.  According to the researchers these practices 
should be further explored for students in lower track classes.  The following study focuses on 
the effectiveness of instructional conversations for ELL students who are likely to fall into lower 
track classes. 
Saunders and Goldenberg (1999) conducted a study to learn the effectiveness of two 
components of a reading program designed to transition English Language Learners (ELL) from 
Spanish to English.  The two components of the transition program under examination were 
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literature logs and instructional conversations and the purpose of the study was to determine if 
these two components would help ELL students make gains in story comprehension.  Saunders 
and Goldenberg hypothesized the providing ELL students with opportunities to participate in 
instructional conversations and write literature logs would increase their comprehension of the 
stories.   
The sample consisted of two fourth and three fifth grade classes, totaling 116 students.  
More than half of the students were English Language Learners.  All participants were from one, 
year round, K-5 elementary school, who’s entire population was 1,400 students at the time of the 
study.  Eighty-two percent of the student body was Hispanic, 69% percent of the population was 
limited-English proficient and 62% qualified for the federal lunch program. Yet another 
staggering statistic was that more than 75% of the students in fourth grade were below grade 
level in reading and other subjects.  The researchers of this study were part of a collaborative 
team to help improve this schools bilingual program.  The five teachers participating in this study 
all had at least five years of experience as teachers, were trained and had experience in using 
literature logs, and instructional conversations as part of their reading instruction.  Each of the 
five classrooms had a mix of fluent and limited English proficient students.   
Experimental conditions were set up so that each classroom teacher carried out all four of 
the different treatments to control for teacher effects.  Within each class one group was the 
control group; they simply read and studied the same literature unit.  The second group read and 
only wrote literature logs.  The third group read and only participated in instructional 
conversations.  The fourth group read, wrote literature logs, and participated in instructional 
conversations.  
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 The entire study happened over 10-15 school days which includes pre-testing, executing 
the literature unit and treatments, and post testing.  For pre-tests students were given a prompt to 
write about their thoughts on “giving”, the theme of the literature unit.  A few days later students 
read and answered comprehension questions on the story.  After all students in the classroom had 
read the story and completed the comprehension questions their respective teachers began the 
treatments.  Over the course of four days the teacher met with three of the treatment groups in 
small group while the control group worked independently or with a teaching assistant on 
reading and writing for social studies.  In the literature logs only group, the students simply 
wrote to a prompt on the theme of giving.  Students in the instructional conversation groups had 
a discussion about the same writing prompt.  A combination of literature logs and instructional 
conversations were used on the third group with the addition of guidance from the teacher who 
clarified and guided students understanding on the theme of the story.  Measures used for the 
post testing were the same as in the pre-test.  Students were administered a short answer question 
assessment on their factual and interpretive understanding.  The 15 questions were then scored 
on a 3 point scale.  Writing prompts from the pre-assessments were readministered and scored on 
a scale from 1-4, with one being low and four being high on the understanding of altruistic 
giving.  In scoring the assessments the researchers took measures to assure consistency and 
reliability in scoring.  The names on the students’ assessments were concealed and the scorers 
were trained using the answer key, guidelines, and rubrics.  The assessments were then scored 
again by one of the researchers and in cases disagreement assessments were scored a third time 
by a third teacher.   
There was only one area with a significant difference between limited English and 
English proficient students in the pre-test and this was the area of language proficiency.  Since 
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the researchers had predicted this would be the case they were not surprised by the result.  Each 
treatment group had an equal amount of students who scored a four on their pre-assessment 
essays.  Post assessments proved that the literature logs and instructional conversation group 
scored significantly higher than the read only and literature logs only groups.  However, this 
group did not score higher than the instructional conversation group only.  Among the two 
groups of limited English and English proficient the treatment of literature logs and instructional 
conversations benefited limited English proficient students more.  English proficient students 
were able, regardless of their treatment group, to explain the altruistic concept of giving, but 
limited English proficient students were only able to explain the theme clearly if they 
participated in the literature log plus instructional conversation group.  The results of this study 
confirmed the researchers’ hypothesis that utilizing instructional conversations in combination 
with literature logs helps limited English proficient students make gains in reading achievement.  
This study demonstrates the benefits of dialogic instruction in the classroom and in the following 
case study the researcher explores the necessary characteristics of a successful dialogic 
instruction classroom. 
In a qualitative case study Hadjioannou (2007) seeks deeper understanding of the 
qualities of a classroom environment where students willingly and enthusiastically participate in 
authentic discussions about literature.  Authentic discussions are described in this study as a type 
of speech where people express themselves on topics he or she finds interesting.  Furthermore, 
authentic discussions have no right or wrong answer that is predetermined by a more 
knowledgeable other.  Instead, participants in authentic discussions gain insight by negotiating 
their understanding with the understanding of others in the discussion.  This type of discourse 
can help students learn to communicate effectively with others, help the student develop positive 
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relationships, and prepare students in understanding culture. The researcher states that although 
there is a solid research base in favor of authentic discussions as a valuable tool for learning, they 
are not being utilized regularly in education.   
The environment in which authentic discussions take place has been found to be 
important since there is evidence that the members of a specific environment will reflect the 
ways of being from that environment in their language and vice versa.  Environments such as the 
classroom are places where students learn about themselves. Findings show that some classroom 
environments are more supportive of this philosophy than others.  Therefore, the researcher 
found it most salient to determine the attributes of a classroom that is highly supportive of 
students’ participation in authentic discussions. 
For five months the researcher investigated the characteristics that made authentic 
discussions successful in one fifth grade classroom.   By observing and recording the class 
during reading sessions and by conducting interviews with participants the researcher was able to 
gain insight into these characteristics.  While observing the class the researcher took field notes 
that described the physical environment of the classroom, other sensory events, conversations the 
researcher had with students outside of formal interviews, and the overall feeling of the 
classroom.  The interviews the researcher gave focused on learning the interviewee’s thoughts 
and perceptions about their literature discussions and their class.  To further analyze the class 
discourse and environment the researcher videotaped four different sessions.  After the taping the 
discussions were transcribed and analyzed.  Through these mediums the researcher found seven 
different characteristics that were prevalent in the classroom environment, “the physical 
environment, curriculum demands, teacher beliefs, student beliefs, relationships between 
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members, classroom procedures, and norms of the class participation” (Hadjioannou, 2007, p. 
375). 
To begin, the physical environment was important in setting the atmosphere for authentic 
discussions.  The larger community, the school and the classroom all worked together to create a 
safe environment for students to discuss.  The school itself is situated in a mid-sized town in 
Florida.  The physical environment of the case study classroom, as noted by the researcher, 
provided students with opportunities to discuss authentically.  Reading materials were abundant, 
student work was displayed, there was a comfortable area for students to read and talk, the 
students’ desk and chairs were continuously rearranged by the teacher to allow for student 
conversations.  Curriculum demands are noted by the researcher as the second key characteristic 
for authentic discussions.  Through interviews with the case study teacher the researcher learned 
that although she felt standardized tests were important she did not make them central to her 
instruction.  The teacher along with her colleagues developed their own curriculums based on 
literature.  They chose novels that they felt would spark conversations, motivation, and through 
which they could teach reading skills.  The third characteristic of a supportive discussion based 
classroom was the teacher’s beliefs about education.  At the center of the classroom teacher’s 
ideology was a social constructivist philosophy.  According to the researchers’ research base, 
teachers’ beliefs about education have the most influence on what is done in the classroom.  
Through the study the researcher found that the teacher viewed learning as process rather than a 
set body of knowledge to be obtained and that for her that process was navigated through 
collaboration and discussion.  Students’ beliefs about discussions are the fourth characteristic.  In 
this classroom students had positive views on their classroom discussions and this helped them 
understand literature better.  The students valued listening to others understanding and points of 
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view as important for developing their own understanding.  The fifth characteristic was the 
relationship between members.  This characteristic is sited by the researcher to be an important 
building block in positive classroom environments.  With the exception of one special education 
student, all of the students in the class were friendly and respectful of one another during the 
entire five month observation.  The sixth characteristic was the classroom procedures.  The 
teacher had explicit rules typical of all classrooms; however the most important rule was one of 
mutual respect.    The researcher noted that throughout the five months of his observations only 
slight reminders by the classroom teacher were needed to correct student behavior.  The seventh 
characteristic was the norms of class participation.  In the case study classroom students 
followed norms such as: standing invitation where all students can participate at any time, 
listening attentively, students had the right to raise issues, students were expected to express their 
opinions and ideas, opinions needed to be supported with evidence from the text, bringing their 
out of school lives into the classroom, being polite to one another during discussions, and the 
right to make humorous comments. 
The case study classroom proved these characteristics created a classroom where the 
students and teachers willingly and happily engaged in authentic discussions that benefited their 
comprehension.  The researcher has noted that trying to emulate this case study exactly and the 
seven characteristics described above would be a mistake.  Since each classroom is unique then 
classroom environments that support student discourse will also be unique.  These 
characteristics, however, could provide a guide for teachers trying to establish authentic 
conversations in their classrooms.  
Based on the three studies examined in this section, discussion based instructional 
approaches have had positive affects in supporting student reading achievement.  The first two 
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studies demonstrate that students’ reading achievement, as measured through various 
assessments, increased.  The studies also show evidence that classroom discussions centered on 
texts are even more important for ELL students who struggle in reading.  The assessment results 
indicated there is a narrowing of the achievement gap between English proficient students and 
English Language Learners in discussion based classrooms. Furthermore, students in discussion 
based classrooms have demonstrated high levels of motivation and positive feelings about 
literacy.  Discussion based classrooms could be an important component in creating cultural 
congruence between schools and the Hispanic students they serve.   
Conclusion 
The articles in this chapter highly reflect a socio-cultural perspective to reading 
achievement.  There is strong evidence that sociocultural affects supersede all other processes 
when looking at the reading comprehension process (Ruddell & Unrau, 2001).  That is, that 
when children read, they draw upon all of their schemata that is inextricably immersed in their 
cultural and language experiences.  It makes sense then that aligning student language and 
culture with that of the dominant culture of the school will yield greater student success than 
programs that try to strip students of their socio-cultural affects to replace it with that of the 
dominant culture.  The dual language programs reviewed in these studies have all garnered, 
greater language arts achievement on standardized assessments than any other programs for both 
language-minority and language-majority students.  While it may not be possible to implement 
formal dual language programs in every school, teachers can bring students language and culture 
into the curriculum and know they are supporting students’ literacy achievement not hindering it.  
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Research in this chapter confirmed that a successful intervention for an English Language 
Learner would include bilingual instructional conversations (Ebe, 2010; Martinez-Roldan & 
Sayer, 2006; Ramirez, Jain, Torres, Perez, Carlson, 2009; Rickford, 2001) and culturally relevant 
texts (Martinez-Roldan & Malavé, 2004; Martinez-Roldan & Sayer, 2006; Ray, 2009; Reese & 
Goldenberg, 2006; Saunders, & Goldenberg, 1999).  The goal of the dual language programs in 
this study was to support students in becoming truly fluent in two languages such as Spanish and 
English while helping those students attain high academic success.  Studies on dual language 
programs researched by Dejesus (2008) and Linholm-Leary and Block (2010) both demonstrated 
that dual language programs can help Latino students maintain their home language and also 
achieve academically. Additionally, both ELLs and English proficient students in dual language 
programs attained greater levels of academic success than their peers in non-dual language 
programs.   
Although creating dual language programs for all ELLS maybe unrealistic for all schools, 
incorporating these elements into existing reading programs could be a more manageable feat.   
Researchers Martinez-Roldan and Sayer (2006) and Ramirez, Jain, Flores-Torres, Perez, and 
Carlson (2009) both found even limited incorporation of Spanish into the classroom successful.  
Both researchers came to the conclusion that allowing students to go between languages to 
communicate the extent of their comprehension gave ELLs the opportunity to truly demonstrate 
their understanding.  The contexts for the bilingual discussions about literature were the 
culturally relevant texts the researchers had selected.  ‘ 
Guiding discussions through higher order questioning and discussions that focused on 
understanding the text in connection with the students’ experiences was also key within the 
studies of this chapter.  In Ramirez, Jain, Flores-Torres, Perez, and Carlson’s (2009) study and 
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Rickford’s (2001) study the researchers facilitated discussions of the text with differing levels of 
questioning according to Bloom’s Taxonomy.  Both studies found this approach successful in 
supporting students’ literacy growth.  Also, while facilitating the discussions both studies found 
that the students used authentic language to communicate their answers.  
As Latinos, the largest minority group within the United States, continue to grow so will 
the population of bilingual and English Language Learners in the school system.  It is salient 
then for teachers to avoid disenfranchising bilingual and ELL students from the school system. 
As high stakes assessments become the measuring tool for our schools and for students to 
graduate and enter college teachers need to find ways to support students in meeting the 
benchmarks.  The studies within this chapter indicate that integrating students’ culture and 
language within the reading curriculum leads to higher achievement than mainstream classes not 
only for ELL and bilingual Latino students but all students. 
  




 The purpose of this study was to establish the effectiveness of culturally relevant texts 
and bilingual discussions on Latino students.  This study was guided by the following question.  
Can culturally relevant books and bilingual comprehension conversations help students make 
gains in reading achievement and allow students to communicate reading comprehension more 
accurately?  Research states that bilingual minority students show greater comprehension when 
the texts read were culturally relevant (Ebe, 2010; Martinez-Roldan & Sayer, 2006; Ramirez, 
Jain, Torres, Perez, Carlson, 2009; Rickford, 2001).  Findings also show that text-based 
conversations where students had the opportunity to demonstrate their understanding in Spanish, 
English, or both demonstrated better comprehension of English language texts (Martinez-Roldan 
& Malavé, 2004; Martinez-Roldan & Sayer, 2006; Ray, 2009; Reese & Goldenberg, 2006; 
Saunders, & Goldenberg, 1999).  To begin this chapter, a description of the sample population is 
given.  The following section describes the pre-intervention measures, along with student results.  
Finally, a description of the procedures used in this study will be discussed.  
Sample Population 
Student Selection 
 The students selected for this study were five fifth graders with a mean age of 11.8 years 
old at the time of the study and ranging from 11.6 years old to 12.1 years old.  There were five 
students in this small group, one girl and four boys.  All five of the students were Latino, 
consisting of four students of Mexican descent and one of Puerto Rican descent.  The four 
students of Mexican descent spoke Spanish as their first language but had limited ability to read 
and write in Spanish.  All four students learned to speak, read, and write in English at Bruce 
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Guadalupe Community School (BGCS) as all four students have attended BGCS for 7 years or 
since K-3.   The Puerto Rican student’s first language is English and although Spanish is also 
spoken in the home, he understands little Spanish. He has attended BGCS for five years.  All five 
students reside within a five mile radius of Southside Milwaukee neighborhood of BGCS which 
according 2010 United States Census is 70% Latino and has a median household income of 
$26,297.  This is just under 3,000 above the national poverty guidelines for the average family of 
four according to FamiliesUSA.org (2012).  It is important to note that BGCS is part of the 
United Community Center also known in Spanish as Centro de la Comunidad Unida.  This 
agency serves the surrounding Latino community of Milwaukee through many programs 
including the BGCS University of Wisconsin-Milwaukee Charter School.  The school ranges 
from K-3 to 8th grade and has historically had approximately 97% of its student population every 
year classified as Latino.  During the 2011-2012 school year BGCS student population was 98% 
Latino.  Although many of the students that come to BGCS in K-3 only speak Spanish, BGCS is 
an English monolingual school.  To support its English Language Learners (ELLS) all BGCS K-
3 through K-5 classrooms have a Bilingual teaching assistant and one ELL support teacher that 
works with many of the highest need ELLs up to 2nd grade.  ELL support is removed by third 
grade for two reasons, limited resources to hire another ELL teacher and students are expected to 
be English proficient by third grade.  To support home or native language acquisition and or 
maintenance, BGCS students are given Spanish instruction two to three times a week from K-3 
to 8th grade.   The five students selected for this study were selected based on the researcher’s 
prior work with the group. At the beginning of the 2011 school year the researcher worked with 
these students providing a reading intervention based on low beginning of the year assessment 
results in reading levels and comprehension skills.  The researcher would occasionally use 
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Spanish with the students in social conversations outside of the group instruction and shortly 
after, the researcher began to observe the students using Spanish in discussions during 
instruction.  It appeared that the students demonstrated better comprehension of texts when they 
used Spanish and English. The students also seemed to demonstrate a better understanding of 
text when the text had Latino protagonists.  This group was selected to systematically measure 
the effectiveness of using bilingual conversations and culturally relevant texts to improve reading 
comprehension. 
Measures 
In order to get the most valid and reliable results for the effectiveness of the intervention 
several measures were given and analyzed for each of the students in the study.  A teacher 
created language survey and a formal language assessment provided the researcher with the 
students’ baseline language skills in English and Spanish.  Results of two different standardized 
assessments were analyzed to determine a baseline reading level.  Additionally, two teacher 
administered reading assessments were administered to determine specific strengths and 
weaknesses for each student. 
Language Survey 
 First, to gain a better understanding of the students and their home language use, a survey 
was sent home for parents to fill out.  Overall, four of the five students’ parents gave the same 
answers to the survey questions and the other student’s parents gave different answers.  The 
background and language abilities of the similar four students will be addressed first.  According 
to the parents’ answers to the survey questions, the four students come from separate homes in 
which only Spanish is spoken.  All four students speak and understand Spanish very well but 
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have limited abilities to read and write in Spanish.  The other student, who will be identified as 
Student 4, comes from a home where both English and Spanish are spoken.  Student 4, according 
to his parents, understands Spanish, but does not speak, read, or write in Spanish.  Although 
Student 4 did not have the same Spanish language skills as his peers, he was included in the 
study to determine the effectiveness of the variables on a Latino student who does not have 
strong Spanish language skills. 
Table 3.0 
Teacher Created Language Survey Results 
Student Language  













Student 1 Spanish Spanish Spanish & 
English 
English English 
Student 2 Spanish Spanish Spanish & 
English 
English English 
Student 3 Spanish Spanish Spanish & 
English 
English English 
Student 4 English & 
Spanish 
English Spanish & 
English 
English English 





Teacher Created Survey Results-Language Rubric 
Student How well does the 
student understand 
Spanish? 
How well does the 
student Speak 
Spanish? 
How well does the 
student read in 
Spanish? 
How well does the 
student write in 
Spanish? 
Student 1 Well Well A little A little 
Student 2 Well Well A little A little 
Student 3 Well  Well A little  A little 
Student 4 A little Not at all Not at all Not at all 
Student 5 Well Well A little  A little 
Note. The scale for rating the students’ proficiency in each of the domains was: well, a little, or not at 
all. 
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Woodcock-Munoz 
The Woodcock-Muñoz Language Survey—Revised Normative Update (WMLS-R NU) 
English and Spanish versions are assessments used by BGCS to determine a student’s English  
and Spanish language proficiency.  The assessment measures a student’s ability to read, write, 
listen, and comprehend in English and Spanish.  These literacy skills are further divided into 
seven categories.  The first category is oral language total, which is a broad measure of language 
competency, including listening and speaking skills, language development, verbal reasoning, 
and language comprehension.  The reading-writing category is a combined measure of letter and 
word identification skills, spelling, punctuation, capitalization, and word usage.  The broad 
English ability total is a comprehensive measure of language ability, including language, 
comprehension abilities.  The applied language proficiency category is an index of the 
proficiency with which a student can effectively apply listening, speaking, reading, writing, and 
comprehension abilities.  The listening category is a combined measure of listening ability, 
comprehension, and linguistic competency.  The oral expression is a combined measure of 
expressive vocabulary, language comprehension and development, and meaningful memory.  
The language comprehension category is a combined measure of listening and reading 
comprehension.  The WMLS-R NU gives a cognitive-academic language proficiency or CALP 
level for each of the categories.  The CALP scale ranges from 1-5 with 1 being negligible and 
five being very advanced (Woodcock, Muñoz-Sandoval, Ruef, & Alvarado, 2010). 
The participants individual scores for both the English and Spanish WMLS-R NU are 
displayed in figures 3.0-3.4 below.  After analyzing the group’s scores, commonalities were 
found for students 1, 2, 3, and 5.  According to the language survey information from the 
previous section this could be expected, as these students had similar Spanish language abilities 
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according to their parents.  Commonalities between the four bilingual students, include their oral 
language scores. All four students had better oral language totals in Spanish than English.  Their 
Spanish oral language score fell into the fluent and advanced range.  The students English oral 
language scores were lower than their Spanish oral language skills for Students 1, 2, and 3.  
Student 4 had equal oral skills in both languages.  Another notable similarity between all of the 
participants was that they all had a lower reading and writing score in Spanish than in English.  
Students 1, 2, and 3 had better listening scores in Spanish than English.  Student 5 had equal 
abilities in listening.  However, all four students had better oral expression skills in Spanish than 
they did in English.  Student 5’s scores were expectedly much different than the rest of the 
group. 
Figure 3.0 
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Figure 3.1  




Student 3’s WMLS-NU Spanish and English Results 
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Figure 3.3 
Student 4’s WMLS-NU Spanish and English Results
 
Figure 3.4 
Student 5’s WMLS-NU Spanish and English Results 
 
WKCE 
The Wisconsin Knowledge and Concepts Examination (WKCE) (CTB/McGraw-Hill, 
2011) is a state standardized test used to measure students’ attainment of the Wisconsin state 
standards.  This measure has a proficiency scale range of minimal, basic, proficient, and 
advanced.  In the fifth grade, students who score between 290-400 are considered to have 
minimal performance.  Students who score between 441-443 are basic. If a student scores 
Woodcock-Munoz Assessment Results for Student 4
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between a 444-496 they are considered proficient, and finally students scoring between 497-690 
are advanced (Wisconsin Department of Public Instruction, 2012).  On the fall 2011 WKCE 
assessment, the students in this study scored a mean of 466 which is a score within the proficient 
category for fifth grade.  Table 3.3 below gives students specific scores. 
Table 3.2 
WKCE Student Assessment Results-Fall 2011 
Students WKCE Reading Score Performance Level 
Student1 450 Proficient 
Student 2 489 Proficient 
Student 3 462 Proficient 
Student 4 457 Proficient 
Student 5 472 Proficient 
 
NWEA-MAP 
The Northwest Evaluation Association’s Measure of Academic Progress (NWEA-MAP) 
is a computer based assessment that adapts to a student’s ability and gives the student a Rash 
Unit (RIT) score.  In reading students are given 42 questions and each question is given a value 
based on the difficulty of the question (NWEA, 2012).  The normed RIT scores range from 142.5 
at the beginning of K-5 to 222.4 by the end of 8th grade.  For 5th grade the norm beginning of 
year RIT score is 207.1 (NWEA, 2011).  The five students participating in this study had a mean 
RIT score of 199.8 or 10 points below the norm midyear RIT for 5th grade.  The RIT score of 
199.8 puts the group at approximately the beginning of fourth grade reading level (NWEA, 
2012). 
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Table 3.3 
NWEA-MAP Student Assessment Results-Winter 2012 
Students NWEA-MAP Grade Equivalent 
Student1 205 Mid 5th grade 
Student 2 208 Beginning 5th grade 
Student 3 195 Mid 3rd grade 
Student 4 180 Beginning 2nd grade 
Student 5 211 Mid 5th grade 
 
Benchmark Assessments 
 The Fountas and Pinnell Benchmark Assessment System (2011) is a teacher administered 
assessment that helped identify the intervention students’ reading level on a scale of A-Z.  The 
benefit of this scale is that it allows for teachers to match readers to appropriate texts, as many 
texts are also leveled on the same scale.  The assessment is administered one-on-one with each 
student (Fountas & Pinnell, 2011).  At Bruce Guadalupe Community School all classroom 
teachers from grades 2-5 administer this assessment to all of their students at the end of each 
quarter.  The intervention students’ classroom teacher continued to administer the Benchmark 
Assessment during the study to maintain validity of the assessment.  One student had an 
instructional level of R which correlated to an end of year 4th grade level.  Prior to the study, 
three of the five students had an instructional level of S which correlated to a beginning of 5th 
grade level.  One of the students had an instructional reading level of T and this level correlates 
to a mid-fifth grade level.   
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Table 3.4 
Student Benchmark Assessment Levels-Winter 2012 
Students Benchmark Assessment 
Levels 
Grade Equivalent 
Student1 S Beginning 5th grade  
Student 2 R End of 4th grade 
Student 3 T Mid 5th grade 
Student 4 S Beginning 5th grade 
Student 5 S Beginning 5th grade 
 
QRI-5 
The Qualitative Reading Inventory-5 (QRI-5) (Caldwell & Leslie, 2011) is a teacher 
administered qualitative assessment that was administered to measure the intervention students 
reading abilities in the areas of word identification and comprehension.  The word identification 
section of the assessment consists of students reading a list of common grade level words.  The 
comprehension section of the assessment consists of a retelling of the passage and then 
answering 8 to 10 comprehension questions.  The questions are divided equally between implicit 
and explicit questions. The assessment gives students reading levels based on grade level 
passages and scores students as either at frustration, instructional, or independent according to 
their ability to read and understand the given grade level passage (2011). Table 2 shows students 
individual results.  Overall, the students ranged from being instructional at a 4th grade level 
passage to a sixth grade passage.  Although students had differing levels of reading ability 
according to this assessment the researcher focused on teaching the skills of answering explicit 
and implicit questions more thoughtfully, skills that all the students needed. 
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Table 3.5 



























Student 1 5th Grade 95% 
Independent 












Student 3 Sixth Grade 70% 
Instructional 




Student 4 6th Grade 90% 
Independent 




Student 5 5th Grade 85% 
Instructional 





Summary of the Measures 
 A variety of measures were used to determine the students’ language knowledge and 
reading levels.  First, the language survey and the formal language assessment helped to 
determine that in fact all of the students were bilingual in English and Spanish with the exception 
of one student who remained in the study to explore the effects of the study on a non-bilingual 
Latino student.  Secondly, standardized assessments helped to establish a baseline of the students 
reading ability.  The two teachers administered reading assessments helped to provide specific 
details about the students’ strengths and weaknesses as well as helping to match the student’s 
reading level to texts.  Although the results of the assessments varied from assessment to 
assessment and even student to student, each assessment provided valuable information about 
each student. 
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Table 3.6 
Collective Student Reading Assessment Results 






Mid 4th grade 
S 
Beginning 5th grade  
5th grade 
Instructional 
Student 2 489 
Proficient 
208 
Beginning 5th grade 
R 
End of 4th grade 
5th grade 
Instructional 
Student 3 462 
Proficient 
195 
Mid 3rd grade 
T 
Mid 5th grade 
6th grade  
Instructional 
Student 4 457 
Proficient 
180 
Beginning 2nd grade 
S 
Beginning 5th grade 
4th grade 
Instructional 
Student 5 472 
Proficient 
211 
Mid 5th grade 
S 




Description of Procedures 
Overview of procedures 
 The intervention period for this case study was set for 45 minutes, four times a week, for 
six weeks.  During the intervention the five fifth grade students read culturally relevant texts and 
discussed the text in bilingual conversations facilitated by the researcher.  The procedures 
designed for this study were based on the most pertinent elements of the following studies. 
Researchers Martinez-Roldan and Sayer (2006) and Ramirez, Jain, Flores-Torres, Perez, and 
Carlson (2009) both found even limited incorporation of Spanish into the classroom helped 
underachieving Latino students make gains in reading.    Martinez-Roldan and Sayer found that 
when they allowed students in their study to use any of their three languages English, Spanish, or 
Spanglish, which is the intermingling of English and Spanish words within the same 
conversation, students were able to demonstrate better comprehension.  Throughout their study 
the researchers used various teaching strategies to aid the participants understanding.  Among the 
strategies were think-alouds, story maps, and prompting discussions through questioning about 
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literary elements, and lastly making text-to-self connections.  Similarly, Ramirez, Jain, Flores-
Torres, Perez, and Carlson (2009) and Rickford (2001) found that in addition to reading 
culturally relevant texts, creating a classroom that is open to students’ use of authentic language 
provided the context for authentic conversations about texts.  Both studies utilized a progression 
of blooms taxonomy questions, beginning with explicit questions leading to implicit questions.    
The Literature Unit 
The literature to be read for the six weeks was selected by taking cultural relevance and 
reading level into consideration.  First, the texts’ cultural relevance was determined by 
considering, “socio-cultural economic institutions, setting, chronological time, age and sex of the 
characters, language variations, represented in the text, theme, moral, world view, (and) readers 
experience with certain kinds of texts” (Goodman, 1982).  Reading level of the text was the 
second factor but carried equal consideration when selecting texts.  Four of the five students had 
a reading level of S and the other had a guided reading level of R.  With these factors in mind the 
texts were selected.   
The Realistic fiction novel Any Small Goodness: A Novel of the Barrio (Johnston, 2001), 
was the first text selected for this unit because of the high cultural relevance to the intervention 
students.  In the novel a young Mexican boy named Arturo and his family move to the United 
States to find better opportunities.  The researcher found cultural relevance on this factor since 
four of the five intervention students are of Mexican descent.  One student was born in Mexico 
and moved here with her family at the age of 3.  The other student is Latino but of Puerto Rican 
descent.  A barrio in L.A. provides the setting for the story. A barrio is a Spanish slang word for 
neighborhood and when used in the United States signifies a neighborhood that has a high Latino 
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population and is of a lower socio-economic status.  All of the students in this intervention live in 
the surrounding area of the school which can also be called a barrio because of its high 
population of Latinos and the low socioeconomic standing of the residents.  Spanish is 
interwoven throughout the novel authentically replicating the Spanglish vernacular common 
among first and second generation Latino immigrants to the United States.  As noted earlier in 
Chapter 1 this group of students is familiar with the Spanglish vernacular as they were observed 
to interweave English and Spanish when having discussions with the researcher prior to the 
study.  Each chapter in the book could be its own short story and they combine to chronicle the 
trials and tribulations of a boy and his family newly arrived to Los Angles. Throughout the novel 
Arturo encounters trouble in adapting to American culture in school, poverty, and gangs.  In 
prior discussions to the study the students discussed events in their lives that paralleled the novel. 
The theme of the novel is how people can give of themselves to turn bad situations into positive 
situations.  This theme was selected to teach students that although they may experience people 
and events that are not positive they can make choices that can turn those experiences into 
positives. 
According to the Fountas and Pinnell (2012) reading level scale Any Small Goodness was 
rated a T reading level (Scholastic, 2012).  Students participating in this study were reading one 
to two levels lower than the reading level of this book.  Several factors contributed to the use this 
book although it was slightly above the students reading levels.  Students who are below reading 
level still need exposure to a variety of texts including grade level texts with appropriate 
scaffolding to challenge the students which will keep their reading achievement growing 
(Wilkinson & Silliman, 2000).  This book has a high level of cultural relevance due to the 
background knowledge that the students bring to the text.   
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Supplementary Texts 
To provide appropriate scaffolding for the students, texts matching the students reading 
levels were also included in the intervention.  The researcher selected the following fiction and 
non-fiction titles to provide scaffolds for the skills taught each week: Going Home (Bunting, 
1996), The Little Painter of Sabana Grande (Markun, 1993), My Life So Far (Garcia, 1996), 
Paricutin: Mountain of Fire (Robleda, 1996), Roberto Clemente (Rudden, 1974), and Sammy 
Sosa (Dougherty, 1999).  In addition to easier reading levels these books all had Latino 
protagonists and paralleled the theme in Any Small Goodness (Johnston, 2001). 
A Sample Week 
Monday would begin with an introduction of the skill to be taught with strong emphasis 
on teacher modeling.  At the beginning of the first session the researcher introduced the skill to 
be taught and stated the learning objective of the lesson followed by a read aloud of the text and 
modeling of the skill being used.  As students became familiar with the skill, interaction was 
elicited by the researcher.  Simultaneously, the researcher guided students’ comprehension by 
asking implicit and explicit questions about the text.  Lower order comprehension questions that 
were typically asked began with the question stems: who, what, where, and when.  These 
questions helped students fill in their graphic organizers.  After the reading, higher order 
comprehension questions were asked to help students make connections with the text and initiate 
discussions (Do you know someone like this character? Has something similar ever happened to 
you? Would you do the same thing if you were in the same situation?)  At the beginning of the 
intervention students were told that they should feel free to use Spanish whenever they wanted or 
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needed to explain themselves.  The researcher modeled this by speaking Spanish when 
explaining personal connections to the text. 
Tuesdays and Wednesdays the researcher would again present the skill to be focused on 
and review how the skill was practiced on Monday.  Next, the researcher would introduce the 
Chapter from Any Small Goodness (Johnston, 2001) along with any special vocabulary they 
would encounter and model the strategy or skill again while reading aloud the first page.  The 
students were then asked to read a page silently and practice the skill.  When all the students 
finished the reading, the researcher then asked students to share their application of the skill or 
strategy.  When it was clear that students had a clear understanding of the skill students were 
asked to read in partners.  If the chapter was too long to finish reading in the time remaining, the 
researcher would ask students to read up to a certain page.  While two partners read with each 
other the researcher would meet individually with one of the students to observe and coach the 
student’s application of the strategy in the text.  Lastly, the students were called back to the 
group table and asked to share their feelings and impressions about the major story elements of 
the text. The researcher would then guide the students in discussing how the text was related to 
their lives. 
On Thursdays, the session would begin with a review of the skills and texts read that 
week.  The researcher guided students in a discussion about the common themes in the texts and 
the connections to their lives.  After the discussion students were asked to write in their literature 
logs.  The prompts for the literature logs were always derived from the discussions and were 
opportunities for students to think and write about ideas related to the text, conclusions about the 
lesson of the text, and connections between the students’ lives and the text.  Once students were 
done with their writing, they were given a progress monitoring assessment for comprehension 
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called easyCBM (Alonzo, Tindal, Ulmer, & Glassgow, 2006).  This assessment is a progress 
monitoring tool required by BGCS to be used by all teachers who are providing interventions.  
The assessment is a grade level fiction passage followed by 20 multiple choice questions 
including explicit and implicit questions.  The results of the assessment were then used to 
determine the students’ progress during the intervention. 
Conclusion 
Five students participated in this study to explore the effects of culturally relevant texts 
and bilingual discussions on Latino students.  The students were selected based on their 
previously observed tendency to speak in English and Spanish with the researcher.  Language 
measures demonstrated that these students were bilingual. Several standardized and informal 
assessments helped determine the reading levels and strengths and weaknesses of each student 
which informed the skills and strategies to be taught during the intervention.  The texts were 
selected based on cultural relevance and reading level.  The procedures described for this study 
were further explained. In this chapter the sample population, measures and data collection, as 
well as the procedures for the intervention were explained.  In the following chapter the results 












 The basis of this study has focused on the following question; will culturally relevant 
texts and bilingual discussions help Latino students make gains in reading?  The previous chapter 
discussed the procedures of the six week study done to test this hypothesis.  This chapter will 
discuss the effects of the study through a presentation of the analysis of the bilingual 
instructional conversations followed by analysis of the three reading comprehension assessments 
given to the students as pre- and post-tests. 
Presentation and Analysis of the Data 
Analysis of Bilingual Discussions 
 A goal of this study was to make the text come alive to the children by providing 
culturally relevant texts and helping students relate it to their own lives while spurring discussion 
on similar situations that have happened to them or to others.  In this way, students would learn 
how to use this strategy more readily when reading texts that may not be as familiar to them. 
Another goal was to use the student’s native language, Spanish, to help them further understand 
an English text, as a way of improving literacy skills in both languages. Analyzing the students’ 
dialogue within the instructional conversations of this study gave a deeper understanding to how 
culturally relevant texts and students’ use of Spanish mediated their understanding.  The 
following three excerpts of dialogue are examples of how Spanish was utilized to communicate 
understanding, clarify misunderstandings, and support literacy growth in English and Spanish.   
Demonstrating Understanding. To expand the students’ understanding of the theme of 
the story, the group analyzed the story map they used throughout the book. A major theme of the 
novel revolved around having good moral character. The main character is encouraged by his 
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father to overcome the negativity surrounding him by seeking good qualities in others to 
emulate.  After a brief explanation, the researcher asked the students to analyze the major events 
to find commonalities (the word emulate had been discussed in previous lessons).  The following 
discussion ensued: 
Student 5: Like the coach, Leo Love, the piano teacher, Ms. Cloud.  Arturo wanted to 
emulate them. 
Researcher: I like that you used that word. We have discussed the meaning of the word 
emulate because it comes up in the book.  What does it mean?  [Waits about 5 seconds]  
Student 2:  To be good? 
Researcher: Not quite…. Emulate is not being good.  Anyone else? 
Student 2: Ser igual [To be like someone].  
Researcher: Yes, why?  How…how did Arturo come to the idea that these were good 
people to be like or emulate? [Researcher waited 10 seconds] 
Student1: Todos eran buenos [They were all good people].   
Researcher:  Si pero como sabes [Yes, but how do you know]? 
Student 1: Hacian cosas buenas para otra jente [They did good things for other people].  
Student 2: Los ayudaban [They helped them]. 
Researcher:  Great! Emulate is an action it is something we do to be like someone that is 
good.  This book is full of characters that would be good role models.  I want you to use 
the word emulate in a sentence to tell me who you would emulate. 
Student 1:  I want to emulate President Obama because he runs the USA and is good.  
Student 2: Like... my mom. 
Researcher: A complete sentence…  
Student 2: I would emulate her because she loves her family and works very hard to help 
us do better. 
Researcher: Good. 
Student 3: I don’t know. 
Researcher: Ok, think about it.  We’ll come back to you. 
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Student 4: I would emulate mi padrino (my godfather) because he works in my...in the 
church we go to.  He always helps people. 
Researcher: [Calls on Student 3 again] 
Student 3:  I want to emulate my teacher or the principal because I want to be a teacher or 
principal. 
Student 5: I would emulate Mesi because he’s the best soccer player… and he’s rich. 
All: Laugh 
The group then discussed with prompting, good qualities to look up to, such as 
leadership, a caring heart, servant attitude, love for others, and putting others before themselves 
and how this was the theme of the book.  In this discussion, Student 2 offered a definition of the 
word emulate that was not correct, but gave the correct definition in Spanish.  After the 
researcher noticed that the wait time between questions and answers was long, the researcher 
decided to prompt in Spanish and the wait time for a response was much shorter.  Through the 
discussion in Spanish, it was obvious to the researcher that the students did understand the 
meaning of the word emulate although they expressed it more clearly in Spanish.  The researcher 
then asked the students to use the word emulate in a sentence.  The prompt assured the researcher 
that the students would have to use the word in English without saying so directly.  After 
providing the students with the support of Spanish to work through the meaning of the word 
emulate the students had to communicate their understanding of the word in English. The 
guidance for this type of discourse was modeled after other studies in which students 
demonstrated reading growth as a result of a similar intervention (Ebe, 2010; Martinez-Roldan & 
Sayer, 2006; Ramirez, Jain, Torres, Perez, Carlson, 2009; Rickford, 2001). 
 Clarify Misunderstandings. Throughout the reading the researcher would ask questions 
to check students understanding. The following dialogue is an example of students using Spanish 
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to help one another clarify misunderstandings. While reading a chapter about Arturo’s basketball 
coach the following discussion was initiated by the students: 
Student 1: I can’t believe that someone would work for only one dollar. 
 Student 3: It’s better than nothing, that’s what my mom says all the time.  
 Student 2: Era rico (He’s rich). Jugaba en el…en the NBA (He played in the…the NBA) 
 Student 1: OOOh, y por que le pagaban solo un dolar (Why did they only pay him just 
 one dollar? 
 Researcher:  Good question.  Why would they pay him only one dollar? 
 Student 5:  He liked to do it.  He didn’t want money.  Como los entrenadores de me liga 
 de futbol. No les pagan.  Ellos lo hacen por que les gusta enceñar a los ñinos (Like the 
 coaches of my soccer team.  They don’t get paid.  They do it because they like to teach 
 kids.) 
 Researcher: So your soccer coaches don’t get paid.  They do it because they like to.  Does 
 this remind you of anything else we read? 
 Student 2: Like Sammy Sosa when he …cuando daba su tiempo (gave his time). 
 Student 3: and Roberto Clemente too. 
 Researcher: What do we call that?  
 Student 1: Volunteering? 
When stopping to check understanding students would code switch or often go between 
English and Spanish. Martinez-Roldan and Sayer also found this in their (2006) study.  They 
found that Spanglish, like English and Spanish, was part of the students’ linguistic strategies for 
understanding texts and the world around them and helped them demonstrate greater 
understanding.  This excerpt of dialogue demonstrates how students helped one another clarify 
misunderstandings of the English language text by giving examples and communicating their 
connections in Spanish. One of the most important variables in Hadjioannou’s (2007) study on 
best practices in creating a classroom environment in which students are motivated to participate, 
was the principle that in authentic discussions students gain insight by negotiating their 
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understanding with the understanding of others in the discussion. In the excerpt of dialogue 
above, the participants were helping one another understand the text not the researcher.  This can 
be seen when Student 1 and 3 are confused by the idea that someone would work for a dollar.  
Student 2 understood that this income was not significant to the coach because he was a rich 
NBA player.  To help the students understand that the coach was more of a volunteer than an 
employee, the researcher prompted them further.  Student 5’s response demonstrates his ability 
to code switch between English and Spanish to communicate and share his understanding with 
the rest of the group.  The researcher asked students to make connections to previously read texts 
and recall the idea of volunteering that had already been discussed.  Once those connections had 
been made, the idea of volunteering was also recalled. Researchers Applebee, Langer, Nystrand 
and Gamoran (2003) would also classify this dialogue as an extended conversation, which 
according to their study is an important variable in classrooms that utilize instructional 
conversations.  The researchers in that study also go on to state that in extended conversations 
students would make connections to other conversations and connections to other texts.  Since 
the students participating in this study were still new to the instructional conversation format, the 
researcher guided the students to make connections between texts and other conversations.  In 
the excerpt above the researcher specifically asks the students, “Does this remind you of 
anything else we read?”  This question prompted the students to make connections.  As students 
participated in more discussions with the researcher the students began to make connections 
between texts more independently. 
 Strengthen English and Spanish.  The book Any Small Goodness (Johnston, 2001) was 
very useful when it came to creating opportunities for discussion.  The books, themes of culture 
differences and how to interact with others who are different than you proved to be very relevant 
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to the students’ lives from the very beginning of the study. The students made connections with 
the characters and the dilemmas that the characters in the book had and offered those 
connections without prompting.  Just one page into the reading on the first day of the study, the 
following conversation was initiated by a student: 
Student 4: What does, [reads from book in broken Spanish] “Por las cochinas dudas   
mean?” 
Student 3: [Laughing] My abuelita (grandmother) always says that. 
Student 5: [Smiling] Yeah, my dad says that too. 
Researcher: Soooo, why don’t you explain what your grandma is saying when she uses 
that… 
Student3: I don’t know…es como decir por las deudas. Like, what is it when someone 
doesn’t believe you? 
Student 5: Doubt? 
Student 3: Yeah, doubt.   Like…como el otro dia cuando, cuando me estava quidando y 
me pregunto si ya me lave los dientes. Y yo le dije que si.  Me…me dijo lava te los otra 
vez! Te quiero ver!  Por las cochinas dudas! (When the other day when, when she was 
taking care of me and she asked me, she asked me if I had brushed my teeth and I said I 
did.  She told me that, she said brush them again! I want to see you!  For the dirty 
doubts.) 
Some of the group: Laugh 
Researcher: Ok, so had you really brushed your teeth?   
Student 3: Yeah! 
Researcher: So can you tell Student 4 what you just said? 
Student 3: When my grandma was taking care of me she didn’t believe me that I washed 
my teeth and then, and she said, she yells wash them again, I want to see you! For the 
dirty doubts! 
Student 4: That sounds so weird, for the dirty doubts. 
Researcher: It’s a saying.  Can doubts really be dirty?... with mud and dirt on it? 
A few of the students: No 
Researcher:  [Asking student 1 and 2] You guys didn’t, didn’t say…have any of your 
family members or someone ever say that to you?   
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Student 1:  No, I never hear that before. 
Student 2: [Shakes head no] 
Researcher: Ok, that’s normal. It’s a saying, o un dicho, I am glad you brought this up 
[talking to student 4].  There are dichos in Spanish that not everyone knows.  It depends 
on where you’re from in Mexico.  Also in English there are sayings some people use but 
not everyone….You’re going to, to see that this author uses a lot of sayings in Spanish 
but not everyone knows Spanish so, why do you think she does that? 
Student 2: [Raises hand] Because they’re Mexican. 
Researcher:  Right.  So, how are people that don’t speak Spanish supposed to understand 
this. [No one responds]  Look at the book and find the part that says that.  
Student 5: It says, the sentence says it in there. 
Researcher: Where? 
Student 1 and 5: After 
Researcher: After the Spanish words the English trans…translation usually follows.  A 
good strategy is to read on a little to see if the author will explain, many authors will.  
Sometimes the author gives us a translation we will still have to think about what it 
means, so keep asking questions.  This was a good conversation.  
As you can see the conversation began with a question about the Spanish, not the 
English, wording in the text.  Student 4, being the least bilingual of the group, immediately asked 
for clarification about the Spanish saying one of the characters used.  Student 3 who had heard 
the saying in his own home before was able to give a real life example of the saying in Spanish 
and then, after being prompted, translated his story in English.  Prior to his story the researcher 
had asked him what the expression meant and Student 3 struggled for the translation of the word 
dudas. Student 5 gave him the English translation, doubts.  Later when Student 3 provided his 
translation he remembered the English translation of the word doubt and used it correctly.  The 
culturally relevant text prompted the conversation that became a teaching opportunity for the 
researcher.  It allowed the researcher to guide the conversation and point out that the author 
translated the Spanish sayings within the text and students could use context clues and reading 
ahead strategies to understand the text.   
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Connections to Research 
 This study’s analysis of the bilingual instructional conversations had findings similar to 
the academic achievement findings of the studies presented in Chapter 2.  In a study conducted 
by Linholm-Leary and Block (2010) researchers found that dual language (DL) programs 
servicing Hispanic, ELL students, from low socio-economic standings, scored equally if not 
significantly above their peers in non-dual language programs on measures of language arts.  In 
addition to closing the academic gap between English proficient students and ELL’s, the 
researchers found that students in dual language programs had above grade level scores in 
reading in Spanish.  Another study on DL programs conducted by Dejesus (2008) found similar 
results.  ELL’s in the DL program outperformed all other ELL’s in mainstream programs.  Since 
the main difference between the two programs was that the DL program students utilized 
Spanish at school, a correlation could be made between their success and ability to use Spanish 
in the classroom.  These two studies demonstrated that students in DL programs not only make 
significant gains academically in English, these students bilingual skills are also more complete.  
As stated before in this study, it is a fact that the Latino population is continuing to grow in the 
United States.  Most would agree then, that the ability to speak, read, and write in Spanish and 
English, would be a great asset to students.   
In addition to similar academic findings, this study also found similar social-emotional 
findings that are supported by the research in Chapter 2. Juliet Ray’s study (2009), stated that 
physiological symptoms, such as stress caused by a person’s low performance, can inhibit a 
person’s confidence to act.  Since bi-literacy for  ELL students is not always supported in the 
home or community, students can often have negative feelings associated with the ability to 
speak Spanish (Martinez-Roldan and Malave, 2004; Reese & Goldenberg, 2006).   In fact 
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Ramirez, Jain, Flores-Torres, Perez, and Carlson’s (2009) study on the use of culturally relevant 
texts and bilingual discussions was conducted to test the researcher’s hypothesis that these 
variables would increase the motivation, self-esteem, and anxiety of students’ at-risk.  The 
results of their study confirmed their hypothesis, students made gains in these areas which the 
researchers attribute in part to the culturally relevant texts as well as bilingual discussions.  This 
finding of increased motivation and self-esteem, although not always formally measured, was 
documented in many of the studies cited in Chapter 2 of this study (Applebee, Langer, Nystrand 
& Gamoran, 2003; Dejesus, 2008; Hadjioannou, 2007; Linholm-Leary & Block, 2010; Martinez-
Roldan & Sayer, 2006; Ray, 2009; Ramirez, Jain, Flores-Torres, Perez, & Carlson, 2009; Reese 
& Goldenberg, 2006, Rickford, 2001). 
The three distinct excerpts of dialogue from the instructional conversations demonstrated 
the three main findings from analysis of the conversations.  Students utilized Spanish as a tool to 
understand in three ways, to communicate the knowledge they had, to clarify misunderstandings, 
and to strengthen skills in Spanish and English.  The first excerpt was an example of the 
students’ utilization of Spanish to communicate knowledge the students had but were not able to 
express in English.  The second conversation was an example of the students’ use of Spanish to 
clarify their misunderstanding.  This discussion was an example of the students’ use of Spanish 
as a scaffold or tool that helped them make sense of the story first in Spanish and then translate 
that understanding to communicate it in English.  The third excerpt of dialogue demonstrated 
how the culturally relevant text helped students make connections with the text and expanded 
their knowledge and literacy growth in both languages. 
The design for the intervention lessons was modeled after the research studies that were 
presented in Chapter 2 of this study.  When designing the lessons for the intervention, great care 
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was taken to match the text to the readers.  The cultural relevance of the text was extremely 
important in the success of many of the studies presented in Chapter2.  Ebe (2010) classified a 
text as culturally relevant if it drew upon the schema of the reader.  The main text, Any Small 
Goodness (Johnston, 2001), as demonstrated through the dialogue excerpts in this chapter was 
culturally relevant to all the students on varying degrees.  The text was also a higher reading 
level than the students’ independent level.  This was done purposefully to stretch the students’ 
ability from below grade level to a text that was at grade level. Raising academic expectations 
was key in Applebee, Langer, Nystrand and Gamoran’s study (2003) discussed in Chapter 2.  
Similarly, the questions posed to students throughout the intervention varied from literal or lower 
level questions to higher-order questions in order to scaffold students’ comprehension of the 
texts and move students toward independence by authentically learning how to answer higher 
level questions.  This type of questioning could also be seen in studies done by Ramirez (2009), 
Rickford (2001), and Martinez-Roldan and Sayer (2006), who also found great success with this 
strategy.  Literal questions were taught through story and event maps then gradually students 
were asked literal questions during reading.  The higher-order questions allowed the discussions 
to go deeper into students’ personal connections to aid their understanding providing an 
authentic support for their comprehension.  Applebee, Langer, Nystrand and Gamoran and 
Martinez-Roldan and Sayer (2006) utilized this technique in their studies which can be defined 
as an instructional philosophy that every reader will interpret a text differently because of their 
unique background and experiences that only that reader can bring to the text in that moment.  
These researchers use authentic questions because they believe that all students are able to 
understand texts and give unique contributions to class discussion, they help students grow their 
understanding instead of test their understanding, and were essential to gaining understanding. 
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The think-aloud technique in this study was modeled after the study done by Martinez-Roldan 
and Sayer.  Since this was the first time students were involved in this type of authentic 
discussion the researcher often modeled her own thinking through think-alouds at pre-selected 
stopping points.  Later in the intervention students were asked to do their own think-alouds.  In 
the following section data from the assessments will be analyzed to determine if these methods 
were successful in helping the participants make gains in reading comprehension. 
Data from Assessments 
  To determine if the effects of culturally relevant texts and bilingual conversations 
correlated positively to the students’ reading comprehension, participants were assessed with a 
variety of measures including the NEWA-MAP (NWEA, 2012), Fountas and Pinnell Benchmark 
Assessment (Fountas & Pinnell, 2011), and the QRI-5 (Leslie & Caldwell, 2011).  It was either 
unnecessary or not possible to give students post-tests on three measures given before the 
interventions began.  The Wisconsin Knowledge and Concepts Examination (WKCE) is a once a 
year assessment mandated by the state and could not be given again.  Also, the Woodcock-
Munoz and the home language survey were used only to determine English and Spanish 
proficiency not reading comprehension.  The three post-test assessment results are described in 
detail in the sections that follow. 
NWEA-MAP.  Students’ scores from the spring 2012 NWEA-MAP (NWEA, 2012) 
assessment were used to measure reading comprehension growth following the intervention.  It is 
important to note that the NWEA-MAP is a school wide assessment taken three times a year.  
The spring assessment was taken in May of 2012 approximately one month after the intervention 
concluded.  Students in fifth grade have a typical growth of six Rash Unit (RIT) points for the 
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entire year (NWEA).  One month after this six week intervention the five participants in my 
study had a median growth of four points or 66% of the expected growth for the year.  
Overall, the RIT scores demonstrated that three of the five students had made gains, one 
student stayed the same, and one student had a slight drop in score since the last NWEA 
assessment.  Student 1 had growth of five RIT score points or 83% of the typical growth for the 
year.  Prior to the intervention Student1’s pre-intervention score was 205, equivalent to a typical 
4th grade student at mid-year.  Student 1’s post-intervention score was 210, equivalent of a mid-
fifth grade student. Student 2’s pre- and post-intervention RIT scores stayed the same.  Her score 
of 208 was typical of a beginning of the year fifth grade student.  Student 3 had a pre-
intervention RIT score of 195, typical of a 3rd grade student at mid-year.  His post intervention 
RIT was 200, equivalent to a student at the beginning of 4th grade.  Student 4 scored 180 prior to 
the intervention and scored 188 after the intervention.  His growth moved him from a beginning 
of the year 2nd grade equivalency to a mid-second grade equivalent.  Student 5 began with the 
highest RIT score prior to the intervention with a score of 211, equivalent to a mid-year fifth 
grade student.  Student 5 is the only student that had a drop in RIT points.  After the intervention 
his RIT score dropped to 209, still equivalent to a mid-year fifth grade student.  Figure 4.0 shows 
all participants NWEA-MAP results from pre-test to post-test. The pre-test and post-test results 
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Figure 4.0 
NWEA-MAP Assessment Results 
 
Fountas & Pinnell Benchmark Assessment.  Pre-intervention testing on the Fountas & 
Pinnell Benchmark Assessment System (2011) was administered to determine the intervention 
students’ reading levels and match texts to students’ reading ability.  As a post-assessment, it 
was used to measure student growth after participating in this intervention. The pre and post 
Fountas and Pinnell assessment was administered by the students’ regular classroom teacher to 
maintain validity.  Analysis of the measures for each student is discussed below. 
Student 1.  Student 1 was a fifth grade boy who made one letter level growth on the 
Fountas and Pinnell Benchmark Assessment (2011).  Prior to the intervention, Student 1 was 
instructional at letter S, indicating he had a beginning of year fifth grade reading level.  Student 1 
had a reading accuracy of 95% and answered seven of the ten comprehension questions 
correctly.  According to the rubric he was instructional at this level meaning he could read texts 
designated level S with support.  After the six week intervention, student 1 was tested again and 
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was determined to have increased his reading to a level T, which was considered a mid- fifth 
grade reading level.  He was able to read the passage with 97% accuracy and got eight of the ten 
comprehension questions correct. His movement to a letter T level indicates a growth of one 
reading letter level. 
Student 2.  Student 2 was a fifth grade girl who made two letter levels of growth on the 
Benchmark Assessment (Fountas & Pinnell, 2011).  Prior to the intervention Student 2 was 
instructional at letter R or beginning of fourth grade reading level and had the lowest reading 
level of all the intervention students.  Prior to the intervention her pre-test indicated that she had 
a 99% accuracy rate on the passage and answered 8 of the 10 questions correctly.  After the six 
week intervention her post assessment indicated that she had a new instructional level of T.  At 
this level she had a 97% accuracy rate and answered 7 of the 10 questions correctly.  According 
to the rubric this indicated, she was instructional at a letter T and had a growth of 2 letter levels.  
The student was now on target for her grade level and the time of year. 
Student 3.  Analysis of the pre- and post-Fountas and Pinnell test suggests that Student 3 
did not make gains in reading comprehension.  Student 3 came into the intervention with a 
reading level of T, a mid-fifth grade reading level. In the pre-assessment, Student 3 had an 
accuracy rate of 99% and answered 8 of the 10 questions correctly indicating satisfactory 
comprehension.  After the intervention Student 3’s post-assessment indicated that he had an 
accuracy of 99% and he got seven out of the ten comprehension questions correct.  According to 
the rubric this demonstrated that he was instructional at a letter T and did not move forward in 
reading levels after this intervention.  Student 3 was still on target for his grade level and the 
time of year. 
EFFECTS OF CULTURALLY RELEVANT TEXTS AND DISCUSSIONS 95 
 
Student 4.  Student 4 made a gain of one letter level from the pre to the post-test.  On the 
pre-test, Student 4 was determined to be instructional at the letter S reading level indicating a 
beginning of fifth grade reading level.  On the pre-assessment Student 4 had an accuracy rate of 
99% and got seven of the ten comprehension questions correct.  When assessed on the Level T, 
passage, Student 4 was able to answer most explicit questions,but struggled with implicit 
questions, answering six of the ten questions accurately and, therefore; he had limited 
understanding of the passage according to the rubric.  After the intervention, the student was 
assessed again on the level T passage.  His accuracy rate was 99% and he was able to answer 
eight of the ten comprehension questions for the level T passage correctly.  He answered all of 
the explicit questions correctly and was more accurate on his answers for the implicit questions 
after the intervention.  According to the rubric he had a satisfactory comprehension of the text 
and was instructional at a letter T.  This indicates growth by one reading letter level after the 
intervention. 
Student 5.  Student 5 made a gain of two letter levels from the pre to the post-test.  On 
the pre-test, Student 5 was instructional at letter level S indicating a beginning of fifth grade 
reading level.  On the assessment he had an accuracy of 98% when reading the passage and 
answered eight of the ten comprehension questions correctly.  After the intervention, the student 
was assessed again at the next letter level T and was independent answering nine of the ten 
questions correctly.  Because he was independent, the teacher gave him the next letter level 
assessment U. At the U letter level his accuracy rate was 96% and he was able to answer seven 
of the ten comprehension questions correctly.  The student moved up two levels to level U, an 
end of year fifth grade reading level, after the intervention. Figure 4.1 shows the five participants 
pre-test and post-test results in a visual and simplified manor for easy comparison among 
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students.  Table 4.0 gives more narrative details on the significance of the levels and growth.  In 
the section to follow the students’ QRI-5 assessments are described at length relative to the 
comprehensive information the assessment gave as it was the only assessment given by the 
researcher as a pre-test and post-test. 
Figure 4.1 
Fountas and Pinnell Benchmark Assessment Results 
 
Table 4.0 
Fountas and Pinnell Benchmark Assessment Results 


















T Mid 5th 
Grade 
1 
Student 2 R End of 4th 
grade 
T Mid 5th 
Grade 
2 
Student 3 T Mid 
5th grade 
T Mid 5th  
Grade 
0 
Student 4 S Beginning 
5th grade 
T End of 5th 
Grade 
1 
Student 5 S Beginning 
5th Grade 
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 QRI-5.  The Qualitative Reading Inventory-5 (QRI-5) (Leslie & Caldwell, 2011) was 
administered by the researcher to determine the students baseline reading level prior to the 
intervention and was also used as a post-assessment to determine the student’s growth in reading 
after the intervention.  For the purposes of this study several passages were administered to 
determine if there were differences on a students’ reading level depending on if the passage was 
familiar or unfamiliar in concept.  On the assessment if a student scores 55% or higher the text is 
familiar. 
 Student 1.  According to Student 1’s pretest on the QRI-5 (Leslie & Caldwell, 2011) his 
highest instructional level was determined to be the fifth grade level. On the pre-test, the highest 
level that the student scored instructional or independent was the fifth grade word list.  He scored 
95% indicating an independent level.  He scored 65% on the sixth grade word list which meant 
he had reached frustration. Based on the word list scores, the passage assessments began at the 
fifth grade level.  On a fifth grade passage, he scored 91% on the concept questions which 
indicated that he was familiar with the text.  Student 1 was able to retell 14 out of 53 ideas or 
26% of the story.  He answered seven out of eight comprehension questions correctly, answering 
three explicit questions and four implicit questions accurately.  A score of 87% indicated that this 
passage was at the student’s instructional level.  A sixth grade passage entitled Pele (Leslie & 
Caldwell) was administered next.  The student scored 75% on the concept questions which 
indicated that the passage was familiar.  He was able to retell 43 out of 53 ideas from the text or 
65% of the story.  Student 1 answered seven of the eight questions correctly missing one explicit 
question.  A score of 87% made this an instructional passage for the student.  The sixth grade 
passage was administered next to determine the students’ reading level on a non-familiar text.  
The passage Abraham Lincoln (Leslie & Caldwell) was administered next; Student 1 was 
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unfamiliar with the text and scored only 33% on the concept questions.  He was only able to 
retell 18 out of 47 ideas or 38% of the text.  His comprehension score for the passage was 62% 
answering two explicit and three implicit questions correctly.  This unfamiliar sixth grade 
passage was a frustration level passage for the student while the sixth grade familiar passage was 
instructional. 
After the six week intervention a QRI-5 (Leslie & Caldwell, 2011) post-assessment was 
administered.  Student 1 was first assessed on the sixth grade instructional passage, Pele (Leslie 
& Caldwell, 2011).  Familiarity with the passage was already determined in pre-testing and was 
not administered again.  Student 1 was able to retell 47 of the 66 ideas or 71% of the passage.  
He scored 100% on the comprehension questions for the story answering all of the questions 
correctly which made this passage an independent level for Student 1.  The student was also 
reassessed on the unfamiliar passage titled Abraham Lincoln (Leslie & Caldwell).  The student 
was unfamiliar with this passage in the pre-test, so the concept questions were administered for 
the post test.  Student 1 had a score of 75% on the concept questions in the post-assessment 
making this a familiar passage. He recalled 23 of the 47 ideas or 48% of the passage. He was 
able to answer three explicit questions correctly and four implicit questions correctly for a total 
of 87% making this an instructional level passage.  Since the student was instructional in both 
sixth grade passages the next passage at the upper middle school level was administered.  
Student 1 was unfamiliar with the passage as he scored 25% on the concept questions. He was 
able to retell 6 of the 63 ideas or 9% of the passage.  Out of ten comprehension questions, the 
student was able to answer two explicit questions correctly and five implicit questions correctly 
for a total of 70% which means it was an instructional passage for the student. 
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Figure 4.2 
Student 1’s QRI-5 Results 
 
Student 2.  According to Student 2’s pretest on the QRI-5 (Leslie & Caldwell, 2011) her 
highest instructional level was determined to be the sixth grade level. First the word list was 
administered to determine an appropriate starting point for the reading passages.  The highest 
level that the student scored instructional was the middle school list on which she scored 80%. 
She scored 45% on the sixth grade word list which meant she had reached a level of frustration. 
The assessment information gathered for this student indicated she should start with a level six 
reading passage.  The sixth grade passage entitled Pele (Leslie & Caldwell) was then 
administered.  The student scored 58% on the concept questions which indicated that the passage 
was familiar.  She was able to retell 23 out of 66 ideas from the text or 35% of the story.  Student 
2 answered seven of the eight questions correctly missing one implicit question.  A score of 87% 
made this an instructional passage for the student.  Another sixth grade passage was administered 
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(Leslie & Caldwell) was administered next. Student 2 was unfamiliar with the text and scored 
only 33% on the concept questions.  She was only able to retell 14 out of 47 ideas or 30% of the 
text.  Her comprehension score for the passage was 37% answering one explicit and two implicit 
questions correctly.  This unfamiliar sixth grade passage is a frustration level passage for the 
student while the sixth grade familiar passage was instructional. 
After the six week intervention a QRI-5 (Leslie & Caldwell, 2011) post-assessment was 
administered.  Student 2 was first assessed on the sixth grade instructional passage, Pele (Leslie 
& Caldwell).  Familiarity with the passage was determined on the pre-test and those questions 
were not administered again.  Student 2 was able to retell 35 of the 66 ideas or 53% of the 
passage.  She scored 87% on the comprehension questions, answering four explicit questions and 
three implicit questions correctly.  The student was also assessed on the unfamiliar passage of 
Abraham Lincoln (Leslie & Caldwell).  Student 2 had a score of 83% on the concept questions in 
the post-assessment making this a familiar passage. She recalled 18 of the 47 ideas or 38% of the 
passage. She was able to answer four explicit questions correctly and three implicit questions 
correctly for a total of 87% making this an instructional level passage.  Since the student was 
instructional in both sixth grade passages, the next passage at the upper middle school level was 
administered.  Student 2 was unfamiliar with the passage as she scored 50% on the concept 
questions. She was able to retell 17 out of the 63 ideas or 27% of the passage.  Out of ten 
comprehension questions, the student was able to answer four explicit questions correctly and 
three implicit questions correctly for a total of 87% which meant this was an instructional 
passage for the student.  An unfamiliar text level of frustration was not determined for this 
student. 
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Figure 4.3 
Student 2’s QRI-5 Results 
 
Student 3.  According to Student 3’s pretest on the QRI-5 (Leslie & Caldwell, 2011) his 
highest instructional level was determined to be the sixth grade level. First the word list was 
administered to determine an appropriate starting point for the reading passages.  The highest 
level that the student scored instructional was the middle school list on which he scored 75%, an 
instructional level.  The assessment information gathered for this student indicated he start with a 
level six reading passage.  A sixth grade passage entitled Pele (Leslie & Caldwell) was 
administered next.  The student scored 100% on the concept questions which indicated that the 
passage was familiar.  He was able to retell 38 out of 66 ideas from the text or 57% of the story.  
Student 3 answered 6 of the 8 questions correctly missing one implicit question and one explicit 
question.  A score of 75% made this an instructional passage for the student.  The other sixth 
grade passage was administered to determine the student’s reading level on an unfamiliar text.  
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unfamiliar with the text as he scored only 25% on the concept questions.  He was only able to 
retell 15 out of 47 ideas or 32% of the text.  His comprehension score for the passage was 62%, 
he answered two explicit and three implicit questions correctly.  This unfamiliar sixth grade 
passage was a frustration level passage for the student while the sixth grade familiar passage was 
instructional. 
After the six week intervention a QRI-5 (Leslie & Caldwell, 2011) post-assessment was 
administered.  Student 3 was first assessed on the sixth grade instructional passage Pele (Leslie 
& Caldwell, 2011).  Familiarity with the passage was already determined in pre-testing and was 
not administered again.  Student 3 was able to retell 32 of the 66 ideas or 48% of the passage.  
He scored 100% on the comprehension questions answering all of the questions correctly which 
indicated that this was an independent passage for the student.  The student was also assessed on 
the unfamiliar passage of Abraham Lincoln (Leslie & Caldwell).  The student was unfamiliar 
with this passage in the pre-test, so the concept questions were readministered for the post-test.  
Student 3 had a score of 41% on the concept questions in the post-assessment making this an 
unfamiliar passage. He recalled 13 of the 47 ideas or 27% of the passage. He was able to answer 
four explicit questions correctly and three implicit questions correctly for a total of 87% making 
this an instructional level passage.  Since the student was instructional in both sixth grade 
passages the next passage at the upper middle school level was administered.  Student 3 was 
unfamiliar with the passage as he scored 25% on the concept questions. He was able to retell 11 
out of the 63 ideas, or 17% of the passage.  Out of ten comprehension questions, the student was 
able to answer three explicit questions correctly and two implicit questions correctly for a total of 
50%, which meant this was a frustration level passage for the student.  
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Figure 4.4 
Student 3’s QRI-5 Results 
 
Student 4.  According to Student 4’s pretest on the QRI-5 (Leslie & Caldwell, 2011) his 
highest instructional level was determined to be the fifth grade level. First the word list was 
administered to determine an appropriate starting point for the reading passages.  The highest 
level that the student scored instructional or independent was the fifth grade list on which he 
scored 85% or instructional.  He scored 55% on the sixth grade list which meant he had reached 
a level of frustration. Based on the word list, the passage assessments began at the fifth grade 
level. On a fifth grade passage, he scored 50% on the concept questions which indicated that he 
was unfamiliar with the text.  Student 4 was able to retell 28 out of 90 ideas or 26% of the story.  
He answered five out of eight of the comprehension questions correctly, answering one explicit 
question and four implicit questions accurately.  A score of 62% indicates that this passage was 
at the student’s frustration level.  In line with the protocol for the assessment, the next passage 
Student 4 was assessed on was a fourth grade passage.  On the fourth grade passage Student 4 
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scored 75% on the concept questions which indicated this was a familiar text.  He was also able 
to retell 21 of the 47 ideas or 43% of the story.  Student 4 scored 87% on the comprehension 
questions answering four explicit and three implicit questions correctly.  This was an 
instructional passage for the student.  In order to compare Student 4’s test results with the other 
intervention students, the sixth grade passage entitled Pele (Leslie & Caldwell) was administered 
next.  The student scored 100% on the concept questions indicating that the passage was 
familiar.  He was able to retell 29 out of 66 ideas from the text or 43% of the story.  Student four 
answered six of the eight questions correctly missing one explicit question and one implicit 
question.  A score of 75% makes this an instructional passage for the student.  The other sixth 
grade passage was administered to determine the students’ reading level on an unfamiliar text.  
The passage Abraham Lincoln (Leslie & Caldwell) was administered next, Student 4 was 
unfamiliar with the text as he scored only 33% on the concept questions.  He was only able to 
retell 10 out of 47 ideas or 21% of the text.  His comprehension score for the passage was 50% 
answering two explicit and two implicit questions correctly.  This unfamiliar sixth grade passage 
was a frustration level passage for the student while the familiar sixth grade passage was 
instructional.   
After the six week intervention a QRI-5 (Leslie & Caldwell, 2011) post-assessment was 
administered.  Student 4 was first post-tested on the fifth grade passage.  In the pre-assessment of 
the 5th grade level passage the student had a frustration level answering only 25% of the 
questions correctly.  On the post assessment the student scored 100% on the concept questions 
signifying that the text was familiar.  He was able to retell 19 of the 90 ideas from the text.  
Student 4 was able to answer all four explicit and all four implicit questions correctly on the 
post-assessment.  The sixth grade passage, Pele (Leslie & Caldwell) was administered next.  
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Familiarity with the passage concept questions were already determined in pre-testing and were 
not administered again.  Student 4 was able to retell 48 of the 66 ideas or 72% of the passage.  
He scored 100% on the comprehension questions for the story and answered all of the questions 
correctly making this passage an independent level for Student 4.  The student was also 
reassessed on the unfamiliar passage of Abraham Lincoln.  The student was unfamiliar with this 
passage in the pre-test, so the concept questions were administered for the post test.  Student 4 
had a score of 50% on the concept questions in the post-assessment which made this a familiar 
passage. He recalled 23 of the 47 ideas or 48% of the passage. He was able to answer three 
explicit questions correctly and four implicit questions correctly for a total of 87% making this 
an instructional level passage.  Since the student was instructional in both sixth grade passages 
the next passage at the upper middle school level was administered.  Student 4 was unfamiliar 
with the passage as he scored 25% on the concept questions. He was able to retell 5 out of the 63 
ideas or 7% of the passage.  Out of ten comprehension questions, the student was able to answer 
two explicit questions correctly and three implicit questions correctly for a total of 50% which 
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Figure 4.5 
Student 4’s QRI-5 Result 
 
Student 5.  According to Student 5’s pretest on the QRI-5 (Leslie & Caldwell, 2011) his 
highest instructional level was determined to be the fifth grade level. On the pre-test, the highest 
level that the student scored instructional or independent was the fifth grade list on which he 
scored 95% which showed a level of independence.  He scored 65% on the sixth grade list which 
meant he reached a level of frustration. Based on the word list reading, the passage assessments 
began at the fifth grade level.  On a fifth grade passage, he scored 91% on the concept questions 
which indicated that he is familiar with the text.  Student 5 was able to retell 14 out of 53 ideas or 
26% of the story.  He answered five out of eight of the comprehension questions correctly, 
answering one explicit question and four implicit questions accurately.  A score of 62% indicates 
that this passage was at the student’s frustration level.  A fourth grade passage was administered 
next.  He scored 75% on the concept questions making this a familiar passage.  He was also able 
to retell 42% of the passage.  He answered seven out of the eight questions correctly, answering 
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instructional passage for the student.  A sixth grade passage entitled Pele (Leslie & Caldwell) 
was administered next.  The student scored 75% on the concept questions indicating that the 
passage was familiar.  He was able to retell 43 out of 53 ideas from the text or 65% of the story.  
Student 5 answered seven of the eight questions correctly missing one explicit question.  A score 
of 87% makes this an instructional passage for the student.  The other sixth grade passage was 
administered to determine the students’ reading level on a non- familiar text.  The passage 
Abraham Lincoln (Leslie & Caldwell) was administered next.  Student 5 was unfamiliar with the 
text as he scored only 33% on the concept questions.  He was only able to retell 18 out of 47 
ideas or 38% of the text.  His comprehension score for the passage was 50% answering two 
explicit and two implicit questions correctly.  This unfamiliar sixth grade passage was a 
frustration level passage for the student while the sixth grade familiar passage was instructional. 
After the six week intervention a QRI-5 (Leslie & Caldwell, 2011) post-assessment was 
administered.  On the pre-assessment, Student 5 had reached frustration on the level 5 passage. 
When reassessed on a fifth grade passage, he was able to answer 50% of the concept questions 
correctly which meant that he was still unfamiliar with the text.  After reading the passage he 
was able to retell 28 of the 90 ideas.  Student 5 was able to answer 87% of the questions for the 
fifth grade level correctly answering four explicit questions and three implicit questions 
correctly.  The sixth grade instructional passage Pele (Leslie & Caldwell) was administered next.  
Familiarity with the passage was already determined in pre-testing and was not administered 
again.  Student 5 was able to retell 47 of the 66 ideas or 71% of the passage.  He scored 100% on 
the comprehension questions for the story answering all of the questions correctly which made 
this passage an independent level for Student 5.  The student was also assessed on the unfamiliar 
passage of Abraham Lincoln (Leslie & Caldwell).  The student was unfamiliar with this passage 
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in the pre-test, so the concept questions were administered for the post-test.  Student 5 had a 
score of 75% on the concept questions in the post-assessment which made this a familiar 
passage. He recalled 23 of the 47 ideas or 48% of the passage. He was able to answer three 
explicit questions correctly and two implicit questions correctly for a total of 62% which made 
this an instructional level passage.   
Figure 4.6 
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Table 4.1 
QRI-5 Results for all Participants 




















Student 1 5th Grade 
Instructional 
87%  Upper Middle 
School 
Instructional 
70% 2 levels  




 Upper Middle 
School 
87% 2 levels 










Student 4 4th Grade 
Independent 
100%  6th Grade 
Independent 
100% 2 levels 




 Upper M.S. 
Instructional 
70%  3 levels 
 
EASY CBM.  At Bruce Guadalupe Community School the administration requires any 
faculty working with students in an intervention to administer progress monitoring assessments 
in order to meet Response to Intervention (RTI) guidelines.  For reading comprehension progress 
monitoring, BGCS decided to use easyCBM (Alonzo, Tindal, Ulmer, & Glassgow, 2012).  This 
assessment tool provides nine reading assessments at the same reading level and for each passage 
and there are twenty questions that assess comprehension.  The passages and questions are at the 
most difficult end of the grade level range.  Questions for the passages measured the student’s 
ability to answer literal, inferential, and evaluative questions.  The students’ scores on the 
assessments were then interpreted into a percentile rank according to easyCBM guidelines.  All 
students were assessed on the fifth grade passages. 
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Student 1. Weekly progress monitoring assessments demonstrated that Student 1 made 
progress in comprehension over the course of the intervention.  Student 1 received a score of 
50% on the first assessment, 55% on the second assessment, 70% on the third assessment, 70% 
on the fourth assessment, 80% on the fifth assessment, and 75% on the sixth and final 
assessment.  Results from the weekly progress monitoring show, that Student 1 was making 
progress in understanding texts on literal, inferential, and evaluative levels.  His weekly progress 
monitoring scores demonstrated his growth from the 10th percentile at the beginning of the 
intervention to the 20th percentile at the end of the intervention. 
Figure 4.7 
Student 1’s easyCBM Results 
 
Student 2. Weekly progress monitoring for Student 2 showed that she made gains in 
comprehension during the intervention.  She received 60% on the first assessment, 75% on the 
second assessment, 70% on the third assessment, 65% on the fourth assessment, 80% on the fifth 
assessment, and 80% on the sixth assessment.  These results demonstrated Student 2’s increasing 
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ability to understand grade level texts on a literal, inferential and evaluative level.  Her scores 
demonstrated that she made gains and moved from the 10th percentile at the beginning of the 
intervention to the 50th percentile at the end of the intervention. 
Figure 4.8 
Student 2’s easyCBM Results 
 
Student 3. Student 3 struggled on the fifth grade level passages used for progress 
monitoring.  During the intervention Student 3 scored 30% on the first assessment, 50% on the 
second assessment, 10% on the third assessment, 50% on the fourth assessment, 50% on the fifth 
assessment, and 60% on the sixth assessment.  Although he received low scores throughout the 
intervention, the pattern of Student 3’s scores with the exception of the third assessment showed 
an increase in Student 3’s comprehension skills.  He had made gains and moved from the 10th 
percentile at the beginning of the intervention to the 20th percentile at the end of the intervention. 
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Figure 4.9 
Student 3’s easyCBM Results 
 
Student 4.  The fifth grade reading passages proved to be challenging for Student 4.  
During the intervention Student 4 scored 25% on the first assessment, 25% on the second 
assessment, 30% on the third assessment, 40% on the fourth assessment, 40% on the fifth 
assessment, and 45% on the sixth assessment.  Student 4 received the lowest scores on the 
reading assessments; however he still demonstrated growth over the course of the intervention 
answering more questions correctly as the weeks progressed.  His scores began at the very 
bottom of the 10th percentile range at the beginning of the intervention and ended at the top end 
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Figure 4.10 
Student 4’s easyCBM Results 
 
Student 5.  Weekly progress monitoring for Student 5 demonstrated steady growth over 
the course of the intervention.  Student 5 scored 25% on the first assessment, 45% on the second 
assessment, 35% on the third assessment, 50% on the fourth assessment, 55% on the fifth 
assessment, and 80% on the sixth assessment.  Student 5’s scores on the progress monitoring 
measures demonstrate growth over the course of the intervention.  He began the intervention 
with scores below the 10th percentile range, then scored at the 10th percentile range on several 
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Figure 4.11 
Student 5’s easyCBM Results 
 
 The data on students’ reading comprehension assessments presented in this section 
demonstrated that overall students made gains in reading ability during this intervention.  In 
addition to the bilingual discussions, which were discussed in the previous section, the researcher 
attributes the success of this study to the methods which were modeled after some of the studies 
presented in Chapter 2.   
Conclusion 
 The analysis of the data taken from this study indicates that overall, the students made 
gains in reading comprehension over the six weeks of sessions.  Qualitative, analysis of the 
students’ dialogue demonstrated how students used Spanish to gain understanding of the text.  
The dialogue gives examples of the students utilizing Spanish to communicate their 
understanding, to clarify their understanding, and to strengthen literacy skills in both languages.  
To quantify student growth in reading comprehension as a result of this intervention four 
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different assessments were used to assess student performance.  All four assessments showed 
that the students’ comprehension skills grew from pre to post assessment.  The NWEA (2012) 
showed a median growth for the five students was 66% of the expected growth for the year.  The 
Fountas and Pinnell Benchmark Assessment (2011) median growth for all students was 1.2 letter 
levels.  The QRI-5(Leslie & Caldwell, 2011) showed the median growth for the students was 1.8 
grade level equivalent passages.  Finally, the easyCBM progress monitoring assessment 
administered throughout the intervention demonstrated a median growth of 20 percentile points 
among the five students.  Overall, the data supports that the students reading comprehension 
skills grew from the beginning of the intervention to the end.  Chapter 5 will offer an explanation 
of the results discussed in this chapter, discuss strengths and limitations of the study, and offer 
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Chapter 5  
Introduction 
 The data collected during the six week research study on culturally relevant texts and 
bilingual instructional conversations was presented in the previous chapter.  The goal of this 
chapter is to tie all aspects of this action research project together.  This chapter will begin with a 
review of the literature used as the basis for this study and then discuss how the results of this 
study relate to those findings.  It will then offer an explanation of the results of this study, discuss 
strengths and limitations, and offer recommendations for future research on the topic of 
culturally relevant texts and bilingual instructional conversations. 
Connections to Existing Research 
 Many researchers have associated the large disproportionate number of failing Hispanic 
students in the United States to a mismatch between students language and culture to the 
dominant culture and language in schools in the United States (Dejesus, 2008; Linholm-Leary & 
Block, 2010; Ray, 2009; Ramirez, Jain, Flores-Torres, Perez, & Carlson, 2009; Reese & 
Goldenberg, 2006).  Dual Language (DL) programs have been implemented in isolated schools 
around the country as a means to meet the needs of bilingual Hispanic students within their 
schools.  DL programs are programs where students are taught literacy in two languages. 
 Linholm-Leary and Block (2010) and Dejesus (2008) conducted separate studies on dual 
language programs that taught English and Spanish with a high percentage of Hispanic English 
Language Learners.  Linholm-Leary and Block had several hypotheses which were supported by 
the findings in their research.  Most significantly, Hispanic ELLs in the DL programs made 
academic gains and they outperformed Hispanic ELLs not enrolled in DL programs.  Another 
important finding was that Hispanic ELLs had positive correlations between English and Spanish 
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achievement meaning that English did not replace Spanish achievement, rather students made 
literacy gains in both languages. It is not surprising then that the Linholm-Leary and Block also 
found these students to have positive attitudes about English and Spanish use.  Dejesus’s four 
year study found similar results in another DL program.  Dejesus studied a DL program that 
taught students who were ELLs and who were English dominant.  By the fourth year of the study 
ELL students in the DL program in the school outperformed the mainstream students in the 
school, district, and were just a little over a point shy of beating the state.  The English dominant 
students in the same DL program outperformed the mainstream students from the same school, 
district, and the state. Both Linholm-Leary and Block and Dejesus’s studies demonstrated that 
programs where students are taught in two languages can, whether students are ELL or English 
dominant, make gains in literacy.   
 This study was not a study to find the effectiveness of a true dual language program; it 
was, in part, a study about the effectiveness of using two languages in the classroom to help 
students make gains in reading.  This is pertinent to the students at Bruce Guadalupe Community 
(BGCS), where the research took place, because 98% of the students are Hispanic and 66% of 
those students are bilingual.  Although BGCS has such a high number of students that are 
bilingual, it is a monolingual school.  If the disenfranchisement of Latino students’ culture and 
language is linked to students who continually fail at school then it is the responsibility of those 
in power within the schools to implement the best research based practices.  Since BGCS’s board 
of directors and administration are determined to keep the school monolingual, the question for 
this research was centered on how BGCS can utilize the practices of a dual language program in 
a monolingual school.  In other words, if a dual language program cannot be implemented, could 
implementing elements of a dual language program, such as culturally relevant texts and 
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bilingual conversations about those texts, help Hispanic ELL’s make gains in literacy 
achievement?  
 The research base that supports using culturally relevant texts stems from some of the 
most well-known theorists and several studies done on the effectiveness of this practice.  Culture 
is a significant factor when discussing the theoretical perspectives on reading.  Many theories on 
how a reader comprehends begin with the reader’s culture.  To gain meaning from a text a reader 
must first have some context or beliefs and ways of knowing about the world that are learned or 
perceived from personal experiences, which is a reader’s culture (Gee, 2001; Rosenblatt, 1994; 
Ruddell & Unrau,1994; Sadoski & Pavio, 2004). Simply, culturally relevant texts are texts that 
pertain to the reader.  Affective conditions such as motivation to read a text can also affect a 
reader’s comprehension of a text (Ruddell & Unrau, 1994; Sadoski & Paivio, 2004).  If a reader 
is not motivated to read then all other parts of the reading process are negatively affected.  
Scaffolding students from literature that is closely related to their lives to literature students have 
little background knowledge for, provides validation of students’ prior knowledge and culture, 
and helps them learn new skills.  
 In the case of the participants from BGCS, an almost 100% Latino school, those books 
would have characters and or plots that pertain to the Latino culture.  To bridge the connection 
that culturally relevant texts help students make gains in reading several studies were presented 
within this study and are reviewed here. 
   Martinez, Roldan, & Sayer’s (2006), study utilized culturally relevant texts to determine 
if students were better able to demonstrate their understanding in English if they read culturally 
relevant texts in Spanish and English and then were given the opportunity to retell the story in 
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Spanish and also in English.  The study found that students had the most complete retelling when 
they read and retold the story in Spanish and their retelling of the English stories were also better 
when they were able to use Spanish.  Angela Rickford (2001), also a teacher, based her study on 
the hypothesis that her minority students could make gains in reading if they were given 
culturally relevant texts and taught how to answer higher order comprehension questions.  The 
results of her study supported her hypothesis; her students made significant gains in reading and 
were able to answer higher level comprehension questions correctly.  Ramirez, Jain, Flores-
Torres, Perez, and Carlson (2009), also conducted a study utilizing culturally relevant texts.  The 
hypothesis of the study was that by providing students with culturally relevant folktales in 
Spanish and English they would see greater gains in cognitive and academic outcomes. The 
intervention consisted of the researchers reading aloud a Mexican folktale in Spanish and in 
English, discussing the folktale by using differing levels of Bloom’s Taxonomy question levels 
and making connections to students’ lives, and role-playing the story.  The outcomes of the post-
test supported the researcher’s hypothesis, students in the study demonstrated greater growth 
than students not in the study.  Lastly, Ebe’s (2010) study was based on the hypothesis that 
reader’s ability to connect with a text correlates with the reader’s ability to demonstrate 
understanding of the text.  To test her hypothesis she designed a study that would pair two 
reading assessment passages, equal in level of difficulty, but different in relevance to the subjects 
schemata. The scores of the assessment revealed that eight of the nine students scored better on 
the passage that was more culturally relevant than on the story with little cultural relevance.  All 
conducted studies utilizing culturally relevant texts.  All four studies found that Hispanic ELL 
students were able to demonstrate greater comprehension and/or made gains in reading when 
given culturally relevant texts. 
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This study synthesized the most pertinent aspects of each of the studies discussed above 
to meet the needs of the particular students and the limitations of time and resources available.  
In some of the studies above the researchers used texts in Spanish and English.  When 
considering the participants literacy ability in Spanish, it was known they had limited ability to 
read in Spanish and were already struggling readers in English.  The possibility of reading aloud 
the Spanish text was an option however; it was outside of the scope of the essential question of 
the study.  Instead of using Spanish texts, the focus was to find English texts that were culturally 
relevant.  The main text of the study was Any Small Goodness: A Novel of the Barrio (Johnston, 
2001) which is about a young boy’s adjustment to American life after emigrating from Mexico.  
The book was a match for the participants in this study as it matched their cultural heritage, age, 
language usage, and dealt with issues of living in a tough neighborhood.  In addition to the 
culturally relevant texts used in the studies, the researchers used various teaching strategies to aid 
the participants understanding of the texts.  Among the strategies were think-alouds, story maps, 
prompting discussions through low and high level questioning about literary elements, and 
making connections to texts. These were all components that were incorporated into this study to 
support students’ literacy growth and understanding of the text.  In addition to the main text, 
several shorter lower level reading books were also incorporated within the study.  Because the 
main text was above the students reading level these lower level, but still culturally relevant 
books, were utilized to scaffold learning of the strategies and skills. 
The researchers cited in the preceding section found that using culturally relevant texts 
motivated students to read and this motivation provided the background knowledge to support 
comprehension.  In analyzing the methods used in these studies it occurred that all of the studies 
used an element of oral discussions to support and/or evaluate students’ comprehension.  
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Educators value discussions as a fundamental tool for learning.  Well known theories on the 
process of reading include discussion as a key component of the comprehension process.  
Discussions can change the reader’s initial understanding in any of the following ways: 
expansion of ideas, synthesis, and clarification (Rosenblatt, 1994; Ruddell & Unrau, 1994).   
The following body of research on discussion based instructional practices found positive 
correlations between discussions and student achievement and provided guidance over the 
current study.  Researchers Applebee, Langer, Nystrand and Gamoran’s (2003) study of the 
effectiveness of discussion based practices found that an essential aspect of successful discussion 
based instruction was that teachers asked authentic questions, or questions for which they did not 
already have a specific answer in mind, and valued student’s unique contributions to the 
discussion about texts.  The results of this study found that students who participated in such 
discussion based classrooms demonstrated higher end of year literacy regardless of 
socioeconomic or ethnic differences.  In addition to using discussion based practices Saunders 
and Goldenberg (1999) found that literature logs helped student’s gain deeper understanding of a 
text.  The results of their study found that students who participated in discussions and also wrote 
in their literature log had deeper comprehension of the text read.  Qualitative aspects of the 
classroom environment are also key for making discussions an effective tool for learning as the 
study done by Hadjioannou, (2007) points out.  Among the most important components of a 
successful discussion based classroom were authentic questions and valuing the contributions of 
each individual within the classroom.  The most pertinent components of these studies were 
utilized to guide this study. 
This study included practices from each of these research studies.  As the curriculum was 
developed for the study, it was apparent to the researcher that authentic discussions were 
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important and this format gave students opportunities to ask questions.  At the same time, 
discussion questions needed to be balanced to assure student understanding of the novel on a 
literal level and to guide the students to deeper understanding of the text.  Preplanned stopping 
points with open ended discussion prompts and also sets of pre-planned comprehension 
questions were embedded into each lesson.  The researcher worked with the participants from the 
beginning of the year and guided them in discussions prior to this intervention so behaviors 
during discussions had already been established.  Students were used to being respectful 
listeners, sharing connections to the texts, and knew questions were always valued. 
Common Core State Standards 
There are three Common Core State Standards (CCSS) that were addressed by this study.  
The first was, “Read to determine what the text says explicitly and to make logical inferences 
from it; cite specific textual evidence when writing or speaking to support conclusions drawn 
from the text” (2011, p.10, No. 1).  This standard was met through the use of graphic organizers 
including story and event maps and also in discussion the students would often share connections 
they had with a text that demonstrated they understood the text explicitly.  Although the students 
often needed guidance, they were also able to make logical inferences from the text that was 
read.  Another Common Core Standard addressed in this intervention was standard number two, 
“Analyze how and why individuals, events, and ideas develop and interact over the course of a 
text” (CCSSO & NGA, 2011, p. 10, No.3).  After reading a text and completing an event or story 
map a discussion would follow in which students would analyze the characters or people in the 
stories and the events.  In discussion, students would discuss the cause and effect relationships 
between the events and would talk about why characters made certain choices and how the text 
would change if different choices had been made.  Students were asked to draw upon their 
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background knowledge and use the text to support their claims.  Common Core State Standard 
number nine states that students should be able to, “Analyze how two or more texts address 
similar themes or topics in order to build knowledge or to compare the approaches the authors 
take” (CCSSO & NGA, 2011, p.10, No. 9).  This standard was addressed through our group 
discussions about the various texts that were read over the course of the intervention.  Since this 
was a very new skill for the students they did not make text-to-text connections on their own.  
Although when prompted by the researcher the students were able to make connections between 
characters and or events in two or more different texts. The growth seen on the post assessments 
demonstrate that these standards were addressed.   
Explanation of Results 
 NWEA-MAP.  Three of the five participants made gains on the NWEA-MAP (NWEA, 
2012) from the winter assessment to the spring assessment.  The two students that did not 
demonstrate gains were Student 2 and 5.  It is interesting that these two students were the only 
students at grade level on the winter assessment.  This assessment is adaptable to individual 
students which could be a reason students did not make gains on the spring assessment. Being 
that both students were at grade level on the spring assessment they were given questions at the 
5th grade level and above.  Despite not making gains, Student 2’s scores stayed the same and 
Student 5’s score dropped by only two points.  Both students were still at grade level on the 
spring assessment.  The spring assessment did take place one month after the intervention ended, 
and this lapse in time could have interfered with the accuracy of the results.  It is possible that the 
students could have lost skills during the study or gained skills from other sources outside of the 
intervention.   
EFFECTS OF CULTURALLY RELEVANT TEXTS AND DISCUSSIONS 124 
 
 Fountas and Pinnell Benchmark Assessments.  The Fountas and Pinnell Benchmark 
Assessment (Fountas & Pinnell, 2011) was included as part of the data in this study for several 
reasons, it was already being given to the students, it was able to show smaller gains in reading 
comprehension, and it was administered by an unbiased classroom teacher.  The results of the 
assessments show that four of the five students made gains in reading.  What should be noted 
about this assessment is that the researcher alternated fiction and non-fiction assessments for 
each of the students.  For Student 2 and Student 3 who stayed at level T, and Student 4 this could 
be a significant reason why they did not move another level up.  Although the intervention 
included some lower level non-fiction books, the books were mostly biographies written in 
narrative form.  The non-fiction passages on the assessment were informational non-fiction.  
Another observation from the assessment results was that the students were very successful on 
the retell portion of the questions and the inferential questions, but lost points on the questions 
dealing with author’s purpose, which was a standard not targeted in this study.   
 QRI-5. The QRI-5 (Leslie & Caldwell, 2011) was one of the most important assessments 
given to the students in this assessment for a few reasons.  The first reason being that as the 
administrator of the assessment, the researcher was able to select which passages to give students 
within the appropriate grade levels.  For the purposes of this study the most culturally relevant 
passage available from the assessment was selected and the researcher was able to select another 
passage at the same reading level that could help test and potentially support the hypothesis of 
this study.  The results of the assessment were undeniably supportive of the thesis from the very 
beginning.  The pre-test results showed that all students did better on the culturally relevant 
passage than the non-culturally relevant passage.  Even the two students who were actually 
below the fifth grade reading level were considered instructional on the sixth grade culturally 
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relevant passage but were at a level of frustration on the non-culturally relevant passage.  In the 
post-test results, however all students had increased scores on the culturally relevant passage and 
all students made gains to instructional on the non-culturally relevant sixth grade passage as 
well.  Consideration of the idea that the students did better on the post-test because it was a 
second read for the students is a possibility. 
 EasyCBM.  The easyCBM (2012) assessment was given to the students in this 
intervention because it provided a way to monitor the progress of the students.  Bruce Guadalupe 
Community School was requiring all interventionists at the school to progress monitor students 
in order to meet Response to Intervention requirements.  This was the researchers first time using 
the assessment and lack of experience with the assessment could have played a role in the 
students’ results.  The results of the assessments demonstrated overall growth in the students’ 
comprehension.  It consisted of reading a lengthy passage and then answering 20 multiple choice 
questions.  The first time the assessment was given to the students, the time the students would 
need to take the assessment was underestimated.  Only 25 minutes at the end of the session on a 
Thursday was allowed for the assessment.  When students did not finish the assessment, the 
researcher had to wait until the following Monday to let them complete it.  This could have 
negatively skewed the results of the first assessment.  Students were encouraged to reread the 
passage; it is known that some of the students only skimmed the passage.  Since the students had 
originally read the passage four days before they finished answering the questions there could 
have been a loss of memory for the story.  After the first assessment, students were allowed to 
take all the time they needed for the assessment at the beginning of the session and the researcher 
encouraged students review their answers if they finished too quickly.  Also notable, was that 
this assessment was the only paper and pencil multiple choice assessment that the students took.  
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The fact that it was multiple choice could have also affected student’s scores because they had a 
chance to guess at the correct answer if they didn’t know it.  Another factor that could have 
affected student scores on the last assessment was the cultural relevance of the passage.  The last 
assessment unintentionally was more culturally relevant to the students as it dealt with a Latino 
protagonist and soccer. 
Strengths and Limitations 
 Considering that overall the majority of students that participated in this study made 
gains in reading, then the use of culturally relevant texts and bilingual discussions can be 
considered tools that helped these students make those gains in reading comprehension.  
Culturally relevant texts and bilingual discussions provided a motivating and supportive context 
for students to make gains toward meeting Common Core Standards for grade five.  With the 
support of bilingual conversations and through the context of culturally relevant texts, study 
participants learned how to use graphic organizers in their recall of story elements and story 
structure, use evidence from a text to support thinking, and make connections between texts. 
 Another strong component that contributed to a strength of this study was the small group 
size.  The five students in this study and the researcher worked collaboratively to build 
understanding of the texts.  The students came in with differing levels of reading comprehension 
as well as English and Spanish strengths and weaknesses which put everyone on even ground.  
Every student’s contributions were valued and students soon began to help one another 
understand the text by telling personal anecdotes in Spanish and English.  Although it was a 
process and took time to teach, they eventually began to share only anecdotes and stories that 
were directly relevant to the text automatically without prompting and were also able to identify 
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what portion of the text made them think of their connection.  Utilizing culturally relevant texts 
was helpful in that students were not learning new concepts and ideas while at the same time 
trying to learn skills and strategies.  Students brought with them valuable background knowledge 
that helped the group understand the text.   
 From researcher observations of the group during the intervention, the students displayed 
attitudes and behaviors that indicated motivation for reading and positive feelings. The students 
were observed to be interested in the book and the conversations as they were laughing and 
smiling throughout the study.  Another observed strength of this study was allowing students to 
alternate between languages.  It was observed how going between languages helped students not 
only learn English but it also helped them grow and maintain their Spanish skills that will surely 
be an asset to them in their future. 
 Just as this study had strengths it also had certain limitations.  One of the limitations of 
this study was the amount of time needed for assessments.  Since the EasyCBM assessment took 
students 30-35 minutes to complete, one day of each week was almost entirely a test day.  This 
left little time for instruction such as writing in literature logs.  It is possible that the participants 
could have showed even more growth in their comprehension skills had they more time with 
literature logs.  
 Another limitation was directly correlating the results to the study procedures.  Since this 
study was done as an intervention, students also attended their regular Language Arts class.  
During the time of this intervention, the participants’ fifth grade reading teacher was providing 
the participants with small group instruction two to three times a week.  In general the 
participants received instruction in phonics, vocabulary, spelling, writing, and reading 
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comprehension skills.  The teacher differentiated instruction during small group guided reading 
and based her instruction on the needs of the particular group. Since the participants had reading 
instruction outside of the intervention it is credible then to attribute all of the students results to 
the procedures used in this study.   
 The texts used were culturally relevant on some but not all levels for the students.  For 
example the protagonist in the main text was a boy who emigrated from Mexico and the 
participants were one girl, one Puerto Rican student, and some of the students were born here.  It 
may be impossible for one book to be an exact match for every reader.  However, matching 
culturally relevant books was difficult in part because of the limited number of books with 
Latino characters and themes.   
Recommendations for Future Research 
 Since the Latino population is growing in great numbers in the United States and because 
there is significantly less research on best practices for bilingual Latino students it is in 
everyone’s best interest to do further research on topics like the one presented here.  As 
mentioned in earlier parts of this study, school resources are limited and educational policies do 
not value second language acquisition or maintenance.  Therefore, research on the effects of 
bridging mainstream curriculum with culturally responsive practices needs to be done.  The 
research here demonstrated that even with limited resources and informal practices students 
made gains in reading comprehension.  A next step could be to take these practices to the general 
education classroom. Some may argue that allowing students to speak Spanish to learn is 
impossible because not all teachers speak Spanish.  In this study, the researcher did take 
advantage of her bilingual skills in Spanish and English to model, instruct, and support students 
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understanding.  If the possibility of doing a similar study arose, a non-Spanish speaking 
instructor could perform the intervention.  This would help determine if teachers who do not 
speak Spanish can allow Spanish speaking students to utilize their bilingual skills and have 
similar results to those in this study.  Reflecting back on the study it was apparent that when the 
researcher did not help the participants, the participants provided English and Spanish 
translations as well as clarifications in Spanish for one another.  If the opportunity arose to do 
this study again, some of the testing procedures could be changed to enhance the quality of the 
study.  As mentioned earlier, the easyCBM (2012) assessment took almost an entire hour session 
to administer every week.  As a result, time for writing in literature logs often was cut short. The 
researcher would have preferred to use this time to instruct and especially delve deeper into 
writing in literature logs.  Many of the successful studies on instructional conversations included 
writing as an important element to solidifying what had been discussed and learned by the 
students.  Reflecting back on the study, increased writing time for literature logs could have 
helped students clarify and cement their learning and lead to better results.   
Conclusion 
 In conclusion, this action research study presented data that using instructional tools such 
as culturally relevant texts and bilingual instructional conversations can have positive effects on 
Latino ELL and English dominant students.  This chapter explained the connection between this 
study and how relative studies on similar topics shaped its methodology.  Also explained, were 
the results of the study in meeting three of the common core standards for grade five.  This 
chapter also offered reasoning for the data results and discussed the strengths and limitations of 
the study, as well as offered direction for future research.   
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RL 5.1-Read to 
determine what the 
text says explicitly 
and to make logical 
inferences from it; 
cite specific textual 
evidence when 
writing or speaking 
to support 
conclusions drawn 
from the text” 
RL 5.3-Analyze how 
and why individuals, 
events, and ideas 
develop and interact 
over the course of a 
text. 
Resources:  













Just like this family 
my father came her 
from Mexico for 
more opportunities.  
Then when I was 
little my family, just 
like the family in this 
story would go to 
visit my grandparents 
Text:  
Any Small Goodness  
Chapter:  American 
Names 
CCSS: 
RL 5.1-Read to 
determine what the 
text says explicitly 
and to make logical 
inferences from it; 
cite specific textual 
evidence when 
writing or speaking 
to support 
conclusions drawn 
from the text” 
Resources: 
Story Map Template 
Instructional Focus: 
Students think-pair-





How did you feel 
when you read this 
Chapter?  What 
made you feel that 
way? 
Why did Turo feel 
like he was acting 
“too American”? 
What does that 
mean? 
Has anyone ever told 
you or made you feel 
like you were acting 
too American? 
Text:  




RL 5.3-Analyze how 
and why individuals, 
events, and ideas 
develop and interact 
over the course of a 
text. 
RL 5.9-Analyze how 
two or more texts 
address similar 
themes or topics in 
order to build 





maps from Going 






Both stories we read 
this week talk about 
how characters felt 
and reacted to being 
in a new 
environment.  
Review your story 
maps with a partner 
and discuss how the 
two stories compare.  
Then share with the 







the two stories we 
read this week. 
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in Mexico.  I know 





students to share any 
connections they had 
to the story.  What 
does the word 







RI 5.1-Read to 
determine what the 
text says explicitly 
and to make logical 
inferences from it; 
cite specific textual 
evidence when 
writing or speaking 
to support 
conclusions drawn 
from the text” 
RI 5.3-Analyze how 
and why individuals, 
events, and ideas 
develop and interact 
over the course of a 
text. 
Resources: 







“From what we have 
read about Roberto 
Clemente’s life 
makes me think he is 
someone who 
perseveres and is 
very giving.  What 
made me think that 





RI 5.1-Read to 
determine what the 
text says explicitly 
and to make logical 
inferences from it; 
cite specific textual 
evidence when 
writing or speaking 
to support 
conclusions drawn 
from the text” 
Resources: 
Story Map Template 
Instructional Focus: 
Students think-pair-
share on selecting 
important events 
Discussion prompts: 
What do you think 
about the character 
Leo Love in this 
chapter? 
What makes you 
think that? 
Would Leo Love be a 
good person to 
emulate? 
Are there any other 
characters worth 
emulating in this 
chapter?  Why? 
Text: Any Small 
Goodness  
Chapter: Corn Fungus 
Continued 
CCSS: 
RI 5.3-Analyze how 
and why individuals, 
events, and ideas 
develop and interact 
over the course of a 
text. 
RI 5.9-Analyze how 
two or more texts 
address similar 
themes or topics in 
order to build 





Maps from Roberto 




alouds on selecting 
important events 
Discussion prompts: 
Although the two 
texts we read this 
week were different 
genres.  Did they 






What message did 
you take away from 
the two stories we 
read this week? 
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was…”.  These 
characteristics make 
me think he is a good 
person to look up to 
or emulate.  Emulate 
means to copy.  Why 





Have you ever eaten 
corn fungus?  Does 
your family eat 






What message do 
you think the two 
authors wanted you 
to take away from 
the two books? 
Do you know anyone 





Text: Sammy Sosa 
CCSS: 
RI 5.1-Read to 
determine what the 
text says explicitly 
and to make logical 
inferences from it; 
cite specific textual 
evidence when 
writing or speaking 
to support 
conclusions drawn 
from the text” 
RI 5.3-Analyze how 
and why individuals, 
events, and ideas 
develop and interact 
over the course of a 
text. 
Resources: 





events and how they 
led to the 
development of 
Sammy Sosa as a 
person. 
Discussion Prompts: 
“What impresses me 
the most about 
Sammy’s life was 
that every time 
something did not go 
his way he always 
Text: Any Small 
Goodness  
Chapter: The Coach 
CCSS: 
RI 5.1-Read to 
determine what the 
text says explicitly 
and to make logical 
inferences from it; 
cite specific textual 
evidence when 
writing or speaking 
to support 
conclusions drawn 
from the text” 
Resources: 
Story Map Template 
Instructional Focus: 
Students think-pair-
share on selecting 
important events and 
how they led to the 
development of the 
story and character. 
Discussion Prompts: 
What was the main 
struggle Turo was 
dealing with in this 
chapter?   
How would you feel 
if you were in his 
place? 
Or, have you ever 
experienced bullying 
from another person 
or group of people? 
 
Text: Any Small 
Goodness  
Chapter: The Coach 
CCSS: 
RI 5.3-Analyze how 
and why individuals, 
events, and ideas 
develop and interact 
over the course of a 
text. 
RI 5.9-Analyze how 
two or more texts 
address similar 
themes or topics in 
order to build 





Event Map from 
Sammy Sosa and The 
Coach 
Discussion prompts: 
At the end of the 
chapter Turo wants 
to emulate his coach 
and find a way to 
give back.  What 
does this tell you 
about Arturo’s 
character? 
What similarities are 
there between 
Sammy Sosa and Any 
Small Goodness  in 






between the stories 
we read this week 
and the stories we 
read the previous 
week? 
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kept on going 
forward.  Like 
when…” 
This story has 
changed my thinking 
about professional 
athletes.  I know now 
that some of them 
have had to and 
continue to 
overcome great 






Are there any 
connections between 
these two stories and 
the two we read last 
week? 
 
 Text: The Little 
Painter of Sabana 
Grande 
CCSS:  
RL 5.1-Read to 
determine what the 
text says explicitly 
and to make logical 
inferences from it; 
cite specific textual 
evidence when 
writing or speaking 
to support 
conclusions drawn 
from the text” 
RL 5.3-Analyze how 
and why individuals, 
events, and ideas 
develop and interact 
over the course of a 
text. 
Resources:  
Story Map template 
Students lead filling 
in graphic organizer 
Vocabulary: 








Text: Any Small 
Goodness  
Chapter : Piano 
Lessons 
CCSS: 
RL 5.1-Read to 
determine what the 
text says explicitly 
and to make logical 
inferences from it; 
cite specific textual 
evidence when 
writing or speaking 
to support 
conclusions drawn 
from the text” 
Resources: 





How would you 
describe the piano 
teacher?  Why? 
What was Arturo’s 
reaction to hearing 
about her death?   
Different people 
value different 
things.  In the 
chapter we learned 
that people often 
paid the piano 
Text: Any Small 
Goodness  
Chapter : Piano 
Lessons 
CCSS: 
RL 5.3-Analyze how 
and why individuals, 
events, and ideas 
develop and interact 
over the course of a 
text. 
RL 5.9-Analyze how 
two or more texts 
address similar 
themes or topics in 
order to build 





maps from Sabana 




Discuss how the 
characters and 
events from the two 
texts were similar.  
What did you learn 






Discuss how the 
characters and 
events from the two 
texts were similar.  
What did you learn 
from the characters?  
What character 
would you most like 
to emulate? Why? 
EFFECTS OF CULTURALLY RELEVANT TEXTS AND DISCUSSIONS 145 
 
Discussion prompt: 
In our story map we 
noted that Fernando 
is very poor and can’t 
even afford paper or 
paint.  He makes 
paint by using 
materials from the 
earth and paints on 
walls. 
What do these 
events tell you about 
Fernando?   This 
story made me 
realize that you do 
not have to wait to 
be rich like Sammy 
Sosa or Roberto 
Clemente or Coach 
Tree to give.  You can 
give even if you have 
little yourself.  What 
talents do you have 
that you could share? 
teacher in different 
ways.  If you had no 
money how might 
you or your family 
pay the piano 
teacher?  Think of 
something valuable 
to you.   
What is valuable to 






would you most like 




Mountain of Fire 
CCSS:  
RL 5.1-Read to 
determine what the 
text says explicitly 
and to make logical 
inferences from it; 
cite specific textual 
evidence when 
writing or speaking 
to support 
conclusions drawn 
from the text” 
RL 5.3-Analyze how 
and why individuals, 
events, and ideas 
develop and interact 
over the course of a 
text. 
Resources:  
Story Map Template 
Vocabulary: 
Contentedly, imitate, 
Text: Any Small 
Goodness 
Chapter: The Lunch 
Box 
CCSS: 
RL 5.1-Read to 
determine what the 
text says explicitly 
and to make logical 
inferences from it; 
cite specific textual 
evidence when 
writing or speaking 
to support 
conclusions drawn 
from the text” 
Resources: 





As we read this 
chapter I thought 
Text: Any Small 
Goodness 
Chapter: The Lunch 
Box 
CCSS: 
RL 5.3-Analyze how 
and why individuals, 
events, and ideas 
develop and interact 
over the course of a 
text. 
RL 5.9-Analyze how 
two or more texts 
address similar 
themes or topics in 
order to build 





Maps from Paricutin 
Mountain of Fire and 





Has anything like 
what happened in 
the two stories from 
this week ever 
happened to you? 
If you were Turo how 
would you react? 





Although this is a 
fiction text it made 
me think that there 
was a time not too 
long ago when 
people did not know 
what a volcano was.  
Before the internet 
and in countries 
where not everyone 
had the opportunity 
to go to school. 
This reminded me of 
the book Going 
Home and how the 
family left Mexico to 
have more 
opportunities.   It 
also reminds me of 
my father and why 
he came here from 
Mexico.  
Did you learn 
anything new after 
reading this book or 
have any connections 
to your family? 
about Paricutin 
Mountain of Fire.  
Did anyone else find 
a connection 
between the two?   
The two stories do 
deal with something 
terrible happening to 
innocent people.   
Turo’s family was the 
victim of a drive by. 
Predict what you 
think Turo will do 
next in the story.   
 
Discussion Prompt: 
Has anything like 
what happened in 
the two stories from 
this week ever 
happened to you? 
If you were Turo how 
would you react? 
Week 
6 
Text:  My Life So Far 
Story Map 
CCSS:  
RL 5.1-Read to 
determine what the 
text says explicitly 
and to make logical 
inferences from it; 
cite specific textual 
evidence when 
writing or speaking 
to support 
conclusions drawn 
from the text” 
RL 5.3-Analyze how 
and why individuals, 
events, and ideas 
develop and interact 
Text: Any Small 
Goodness 
Chapter:  The Green 
Needle Gang 
CCSS: 
RL 5.1-Read to 
determine what the 
text says explicitly 
and to make logical 
inferences from it; 
cite specific textual 
evidence when 
writing or speaking 
to support 
conclusions drawn 
from the text” 
Resources: 
Story Map Template 
Text: Any Small 
Goodness 
Chapter:  The Green 
Needle Gang 
CCSS: 
RL 5.3-Analyze how 
and why individuals, 
events, and ideas 
develop and interact 
over the course of a 
text. 
RL 5.9-Analyze how 
two or more texts 
address similar 
themes or topics in 
order to build 






Like the story from 
Monday, Turo had 
many people around 
him to emulate and 
to guide him.  Who 
do you think was the 
most influential?  
Why?  Support your 
answer with 
examples from the 
story. 
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over the course of a 
text. 
Resources:  








Discussion Prompt:  
In the book the main 
character has had to 
overcome struggles.  
How was he able to 
do this? 
Do you have anyone 
in your life that helps 
you or that you can 







How did this part of 
the story make you 
feel?  Why? 
Were you surprised 
by Turo’s actions at 
the end of the story?  




Story maps from My 
Life So Far and The 
Green Needle Gang 
Discussion Prompt: 
Like the story from  
Monday, Turo had 
many people around 
him to emulate and 
to guide him.  Who 
do you think was the 
most influential?  
Why?  Support your 
answer with 
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Appendix E 
QRI-5 Student Profile Sheets
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Appendix F 
Student Work Samples 
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